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suggested that faculty must be taught how to apprehnend the latent
~satisfactions in - the teaching profession, the noninstrumental
activities that are nonetheless critical to the sense of work worth
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introduced. The contexts for understanding these nev modes come from
- the literature of psychology. An attempt is made to show the —
relationships among productivity, satisfaction, and feedback as well
'.as the conditions that may bear on those variables. In
~ institutionalizing a feedback systea, not* only must instructors
receive more feedback to maximize their satisfactions and '
productivity, bit students and faculty who provide the feedback must
also have feedback of their own. If feedback is seen as valuable it
will more likely continue and the communication process-and chananels
will be institutionalized. (SW) R
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) »at';eaft partly from strong positive motivation, it has been sugéested'f ,

The ﬁotivatidn to Teach o ) ,

" ‘CéAsonant with the theory that high quality performance follows

‘i(Besef 1977) that good teaching will be more likély to occur iélfaéulty.are

highly motivated. Among the.sources of motivation for faculty M highet
education are vatious conditions hoth within an individual and in his/her ’
environment which address the satisfactions of intrinsic and extrinsic

human needs (Csikszentimihalyi, 1975; Staw, 1976; Deci, 1975). Inttiﬁéic
satisfactionsnwould a;pear to be more impottanx to sustained interest in

,.and motiuationlto teach ~(rPisher, 1978), since teaching is a "profesé%onaih
occupation, attracting individuals whose needs for satisfactions from the
.work Etself are more salient. The professionalization;processepfin graduate
school tend.also to accentuate these intrinsic ndeds. It folIows-that:when'
their vet§ basic human needs are highly satiefied through the expétienceh ) ?
of teachxng, faculty will behave 1n ways which continue to provxde them with

. -

those fundamental satisfactions.

' But faculty are prevented in many ways from achieving\satisfactions:.

* e

- .
. . - B

Most faculty in American higher education are not trained in.the."craft" of

-~ L

1dent1fy1ng cues in themselves cr in their work environments which are ev1dence

of their successful teaching and which are essential to the experience of sat-
- 0
1sfaction. Nor "does the professional reward system formally reinforce good

teaching--colleague praise and encouragement not being readily forthcoming
. . . .

for this activity. Finally, teaching well is itself ftaughtiwith extra-

.. . ‘ - v
ordiqary difficulties. Hence .both intrinsic‘and extrinsic motgvation to.

teach (or, at leasts‘to teach well) are relatively weak. Why then do faculty

-~

continue to teach? ‘'On. a simple 1eve1, because it is part ‘of their job., At a

more subtle level, they teach because they do not know how to exit the‘

.
»
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profession (and may be unable psychologically to accept the notion that careér

. -

.- L .
change is.both desirable‘and rossible). Lastly and importantly, they teach

because on some basic:level ghey know that teaching®dr2s have the potential of

» o

 providing some of life's most profound satisfactions. -
Little empirical evidence has been collected-or published with respect
’ ; : y

. - ' . &
to these problems areas. Wwhile the literature abounds with discussions of ways

3

rﬂ to 1mprove teaching--e.g., "speak’clearly and slowly," "look at each class member
directly (Lentra, 1976; Gaff, 1978 Bergq‘;st & Phillips, 1975, 1977; Lindquist,
.t °

1978, 1979) and of modes of faculty dev§hopment--sabbat1cals, good teacher

«_ awards, workshops--few a;txcles deal with 1ntrins1c sat1sfactlons, particularly
i .

as these may vary w1th age and career stage What is needed 1s an 1ntéhs1ve,

. "\‘r\\
dxagnostzc 1nqu1ry (conceptually and empirically) into the qualxtative natures

of the satlsfactlons whzch teachers experlence. As McKeachxe (1969) notes:

g

Enjoyment of teaching is important not only- for the enthusiasm
which the professor communicatespto his students but also in
determzn)ng his interist in contgnued improvement. Both of
these important values are likely to be lost 1f teaching becomes

e ~ so routinized and depersonalized that it is .no longer fun. The
' motivated teacher is able to respond to feedback from his students
in order to achieve better and- better approx:.mat:.ons to optimal | )
— R solutions to the problems of teaching. As additional information 5

. ‘from research accumulates and as better conceptxonalzzatxons
emerge, he should be able to do an even better job. (p. 239)

‘-‘

This paper explores the soc1al science literature,particularly in, psychology, N
] -
which might bear on the question of faculty sat1sfactzon, motxvatxon and commzt- .

- rd

ment to teachxng. There are a number of key concepts in the psychology. of teach-
ing which must be analyzed in some depth. We look f1rst at the questxon,of

« "satisfactions"” from work and its relation to mofivation, a topic of some consider- .

-
\

Jpble continuing controversy in the field (Greerne, 1972). The concept of motivation:

v

?is then briefly described from four perspectives: need/drive'theory, expectancy e

\
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theory, Sehavioris{ theory and flow theory. The important connections ‘
~ . - -
between these four and the emerging‘clarity of the concepts of intrinsic
and extrinsic motivation are then discussed. These introductory remarks

are then extended in a discussion of their impact on the psychology of the

motivation to teach. We ekplore finall§ in some depth'the relatively'newer ?
“notions of Csikszentmihalyi (1975;'1978), since'th:se seem to have extreme{y
.important implications for teaching. © ¥
It should be stateG at the outset that the bias of the paper w111
/

be obvious;. hence, it might well be made exp11c1t here. We believe that
the ineffability of educational gqals--those related to student achieve- °
ments over a lifetime--renders them generally inaccessible to faculty as

. . ; |
.cues to their teaching productivity or quality. In addition; the present
o - , \ -

state of the art of teachihg leaves some considerable ddubt as to what

specific_teachﬁhg behaviors are desirable in specific situations. These

factors make the probIemtdf motivation problematic... In the absence of
- T . - R

a¢hievable goals and/or behaviors which can be perfected to yield feelings

of craft competence, most faculty, we would submit, hormally lose their
motivation to teach. External;incentives afe not adequate substitutes

-~

for internal- satzsfactzons. Indeed they may be delete;}ous tﬂ them. Given . -

o

these constralnts, 1t is our bellef that faculty must be taught how to appre- .

)

hend the latent satisfactions in. the teach1ng enterprxse--the«tl&& of non,

1nstrumental actxvitlés whxch are nonetheless critlcal to the sense of work ';
worth doing.  That-we have.given too little attention to these activities is ~
A i . . ) " . ]
» Obvious. The concepts dé-not.appear in the literature on teaching. 1In'this

v

paper, we hope to introduce some new ways of conceiving of teaching and %ts-

S
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satisfartions. The contexts for understanding these new modes come from the
N
" literature of psychology as it is discussed in the sections which follow. .

«

- ?

Motivation befiqu T .
As noted- above, the question of motivation is a complicated one icf. .-

-

Staw, 1977; Madsen,'1974' Camphell & Pritchard- 1976), and. it is not the pur- ’

/ v

pose of this paper to explore in depth its many theoretical dimensions. It

w111 be necessary, however, to identify briefly the key theoretical approaches

to the understanding of motivarion in ordej_to see how they bear on faculty

teaching dispositions. L ' : .

3 - . - .

i It is fairly commion to find in the literature on motivation the notion
that there are two or three essential components in motivation (Miskel QBO)"
-*  The first has the function of energizing behaVior --}i e., reieaSing energy “"
which impels the organism to act in certain ways. Within each indiVidual are -

a variety of forces -- e.gq., proprioceptive, glandular, feelings -- which
M -

stimulate actiVity. A second component serves’ to direct behavior. Thus,
motivation ean be conceived as a force to channel activity accordipg, for

R
example'to drives, personalities,attitudes, beliefs,’)alues and goals. The

last component of motivation maintains the organism in its activity. For' ',‘
eXampfz, achieved goals satisfied needs', happy feelings, and recognition

{
of future rewards will sustain individuals in their motivation to continue

ST 3
an actiVity.

. . o~
l.‘n .

Four important lines,of inquity need to be examined, which incorporate

one or more of these components. The first is the‘contribution of "drive" or’

4 .

need theory, having its origins in Hall (1952) but better represented in the
‘works of Masléw (1973) and Alderfer (1972). The second is the collection of

works bearing on incentives or "expectancies” in the Lewin (1951) tradition,

-
-

'as suggested by Vroom  (1964) and Lawler and Suttle (1973) particularly;as these

- - »
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are informed by ‘equfty theory" (Blau, 1964). The third is the behaborist
theory of Skinner (1971, 1974) and his followers. The fourth realm of @nqu‘ry

concern with mot1vation has yet tco reach the organlzational 11ter3ture in any

~

volume (bu; see COhen and March, 1974), though it has many&?ntecedents in re~ .

\
search in psychologlcal 1aborator1es. This is represented;ln the work of

-

“

CSzkszentmlhalyl (1978), Dewey (1958}, and'Maslow (1971).&hich have more of an
affective orientation, avoiding some.ofdthe attributions of cognition and
intention.to basic drives or to 1earned-needs and goals';hich characterize the .
tirst_two categories, or to the connectionist and recuirezents of.the behaviorists.
This last approach'(the"flow" theory) involves(an anaiysis of 'non~directed"

', activity and the rewards from it (a domain. new to. the usual considerations of

the motivation to teach).

Intrinsic and .Extrinsic Motivation

Importantly, the contribution of each of the four approaches requires
- *\\)

J under%tandlng of the ways that ea;h views the dlstlnctlon between 1ntr1n51v

and extr1ns1c needs (Day, Berlyne and Hunt, 1971/ Decx, 1975 Herzberg, 1966),

»

of their sources,. and of the means of satisfaction of each in the environment.

Intrinsic motivation refers to activity of an indiviﬂual which appears not

A

to be related to any external reward--a person behaves in a partlcular way
because of his’ relation to the activity itself It cues ‘him to seek new

" ‘challenges to test his compéten&e for continued achievément at xpresent valued

, ¢
levels. Extrinsic motivation describes activity which is performed because it

has Fome instrumental value related to an outcome or reward different from

-~

,that directly connected to the activ1ty itself“(Deci and Porac, 1978)

Y

From thé\perspective of need‘theory, so-called "lower order" needs

are satisfied extrinsically, commonly through specific,referents in the ‘
environment. Thus; food satisfies hunger, and the act of eating isisaid to
¢

be externally motivated. Higher order ‘needs, such as self-esteem, frequently
. 2

<o
r

- Py , '
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do not have such clearly 1dent1f1ab1e referents and have a 1onger time
dimension associated with ‘their sat1sfactlon4 The latter stems from the
performance of act1v1ties themselves--e g., the arousal of pleasurable

feelings of competence or ach1evement ) o ° -

-

v -

From the perspectlve of the second approach--expectancy theory-- ccg-
nitively" known goals energize activity. The bias os this theory is in the

direction of cons1der1ng almost all behav1or as extr1ns1ca11y mot1vated, since

each goal ;s-presumed‘to have 2n outcomg-with.differential,valence known to

-
I3

the actor. Past reinforcements are not relevant to behavior according to the

[ 1 .
theory, 'except insofar as they serve to build up expectancles. -

- Behaviorist theory also blurs the distinctionrbetween intrinsic and
) < . R “ ‘
extrinsic motivation. 1In contrast to expectancy theory, it suggests that all
. : kY

. . : / . '
activity is conditioned by reinforcements derived from past activity--goals

-

and feelings as motivators being i%losions foisted on and'by human beings.
4

From this viewpoint, both the intrihsic satisfactions of work and the extrinsic

satisfactions from the rewards of the outcomes of work are motivating through”

their connections to prior efforts (Skinner, 1974). -

- . ; \\
The final. perspective, Eiow theory, suggests that, if some of the

latent (un1ntended/unant1c1pated) condltlons of common behav1or can be

e
7

reconce1ved as; challenglng, the activity canh be percelved as 1ntrinsica11y
' \
rewarding.*- . Hence, activity or roles which may not be as readily amenable

to challenge can stjll have some micro-flow" aspecte of them which produce

intrinsic satisfactions.

-

-

'

A tabular presentation of these theories follows:
(Insert Exhibit I about here) ?\\;
- . ﬁ
. . -
*Note: This modifies somewhat the approach of Csikszentmihalyi (1978).
~ .

-

&
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Exhibit’ I

’ .

nsic Concqptualizatioﬁ

Relation of MotivationAIheory'to Intrinsic/Extri

. / 2
,5/”’/ . Primary_’ " Relatdon.to Location
Type of Energy Intrinsic/Extrinsic of Arocusal
Theory - Source _Motivation Cue
. <~ Innate ~ Some intrinsic, Some internal
Need Drive » Some extrinsic Some external!
Goal
. With ) .
" Expectancy Valence s All extr&&gic - All external
. N .
< P
, Reinforcement
A Behaviorist - Contingencies None All internal
Combined
v, internal- and
Flow "Feelings None’ external '
v b ¢
L - ' . ® *
. .
P




Much of the literature descrfbing,empirical studies of intrinsic and
. L] .

extrinsic motivation and.their correlates is concerned with the effects of’
both on quantity and qugl;ty of performance and on satisfactions (Guqzo, 1979

- Fossum, 1979; W1mp1r1s & Parr, 1679). A partxcularly salxegt questxon in

these’ studies is the degree of indEpendence of intrimsic and extrinsic.moqiva-

tion kthe 'attribht;on theory” debdte{. Thus:.the issue is raised of Whether

in the presence of positively contingent external rewards§(e.g., bonus money)
. - 5 .

for improvements jin quantity of outbnt, there will be axlessening both of

+ " concern for quality of-output and a reduction,in the level of intrinsic
. . ]

> 'satistZiion. As Staw (1977) notes:

rception theory predicts that in sitwations -

. of insufficient just f1catlon, the individual may

'cogn1t1 ely reevalué{e the intrinsic characterisgtics
of an activity in. order to justify or explaxn his own - -~
behavxor . - ? *

-
K]

)

Thus, for example, persons who perform exciting and st1mu1at1ng bs volun-

tarily will, when offered externel rewards (money)~for that work, to

. undervalue the intrinsic satisfactions they had been deriving. The exter-

.

nal reward would have been sufficient enough to motivate the behavior; hen¢e,

Y 4
these persons would come to be11eve that they were actually workxng for the p

money 1tse1f. Staw and others report that the direction and degree'of change in’
interest in work itself is in part a function of the levels of interest at

the start. ’ , .

. * e .
M~ < .

Unfortunately, -most of the empirical studies and disoussions in'this
. area are based on 1abor¢tory experiments ysing college qﬁudents as subjects
engaged in tasks whxch offer 11ttJe challenge to learned skills and competencxes
(e.q., Prxtchard et al ) Intrznsxc satzsfactxons and motzvatxon are artifi-
. '

cally generated through "job ‘enrichment” and "job enlargement‘ programs




.- . . 7
. - .‘\" ’ / * . 9‘//

simulated in the/::Poratory. The literature, in_short; must be viewed as of

limited value in fthe understanding of the nature of the "professional” motiva-

o

tion and satisfgction which might be found in college professors. This is not

to say that the subject of "intrinsic and extrinsic motivation” is unimportant.

-~

, . . . N .
It has an important bearigg‘on how "c.: mitment" to teaching can be enhanced.

For example, for faculty alJeady seeing the reaching role as 1ntr1ns1cally
rewarding, ‘extrinsic rewards may tend to reduce intrinsic motivation. For other

faculty who have come to see teaching as dull and monotonous, there is a. tendency

e P

to adjust the perception of the task to explain it in more stable terms. The
?

facultv member may, when asked indicate that the task is really more* 1ntrins1-

cally satisfying than it realy is.* Perhaps more 1mportant faculty who are B
° -~

1nduced by external rewards to perform teaching tasit\b% w111 tend to look fbr -

extr1n51c satisfactions, thereby depriving them of a prime source of work moti-

- 4

vatioh-—and, 1ndeed ;estricting their commitment to and (we would submit)

= Eat

their . creative involvement in teaching. . e

"

As noted earlier, it is the thesis of this’ paper that the, enhancement of

. awareness of. the - feelings generated from the satisfactions of intrinsic needs. is

,a key to greater faculty commitment or motivation to .teach and ultimately to the
e
quality of that teacﬁung/% It is. of some 1nterest that recent research in labora-
N

tory (Deci and Porac, 1978) and other settings (Ronen, 1978) 1nd1cates that ex-

trinsic rewardsz(or at least'external.rewards), instead of improving mctivation,

may in fact be deleterious to it (DeCharms,1968), expecially to the motivation
vl v
to take r1sks or to opt for more difficu’t goals (Gorn and Goldberg, 1977) __The =

.
P .

motivation model adumbrated here as an heut!ﬂtic for exploring ‘the ways to " : .
- ' a . . &
improve teaching is thus as foliows. Vk are suggesting that human beings ' ‘
.. x .
o K % .

. .
,, - - .- ¥

\
*Accounting in patt for faculty confusion on this subJect--they say'it-is R
intrinsically satisfying,‘but.do,not feel it. . '

P

»

-

ke
b




A(e.g., faculty) are to-some extent driven by innate human
tioned by social and cultural circumstances to desire obj
ment, and are cued' both to change the level .of their dr

certain outcomes or' rewards (valence) by ongoing social ¢
. ) i ¢ 1

contingent reinforcements: - Importantly, théy are also cu

\\\\generated in response to their bebavior, be those feeling

M S

excitement, sat1sfaction, or contentment.' To the extent,

both perceived and cognized—-- i.e., to the degree that i

"
’

I'feelu)gs" cue the ongoing behavxor --Jsatisfaction does

part in motivation.-.Satisfaction is related to productivi
2y : ; : . .
h] { )
“eng ed in_.is .of a certain kind. 1In the ﬁords'of Csiksze
N £
. ,...Poténtially present in everyday life there are
as ; sources.of reward that, if discovered, can serve #
behavior and provide enjoyment. If true; the impl
. this finding)are ‘immensely 1mportant

h *
v

We have to iearn how to derive-enjoyment from~ life
.we have -to learn how to structure experience 80 as
it rewarding "without taxing the -closed reward syst
has begen kept artifical/y/iimited through igno}anc
political design. ; '
Ihtrxnsxc reward/can be found in almost any situation. C

W

/
Sﬁggests/“the essential requirement seems to be that the.

T

ent. "'*:/ S
- o 5 .
’ -~

" The experfence" of intrinsic“satisfaction‘éan thus |

-7 provide information to the Eerson that his or her action

S of challenges in the eny;

: and non-cognitive'one. On the one hand, there may be con:
“ \
a person to be aware of and indeed to exult in the experi«

* . -

This might be termed an active voice," the .experience of

N 1ng,¢o what Dewey (1934) calls "havxng an experience (p:

\experiences are\yiewed as aesthetic). For.pewey, however,

N : T -“}

/ ‘e . '
> ( PRI
. . ) .
. ;
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v : I ' ' B . .
< 4 e ) : ,
application of.inteJligence to social problems which allows=a kind of satis-

faction' which is derived from the wholeness of an experience. As Roth (1962ﬁ/
notes, 'The indiVidual is aware not only of what he is but also of what he ’

. ‘ . .

mignt become {p. 131)} or in Deyey's words,’ "We are carried out beyond our-

. | - . " . ' , A
selves. to find ourselves... the-whole is felt as an extension of our selves"

i T . . D
(1934, p. 195).) - - - o | g

\ - -

-On the other hand{ some‘pleasures (e.g.} in teaching)vmay:be experienced

k]

more paSSively, though nonetheless inten51vely. Thus, in a more Eastern - *

o

ti%dition, one might imagine persons letting in ‘the "flow" of events and
N ) * . . . )
',feelings. 'Here the satisfaction’is intrinsic (it has no apparent associated :

external reward), but it does not derive "from .the same kinds of seeking,for

congruIty that is usual for intrins1cally motivated actiVity. That is, it

does not appear to_be related to either seekingAnew levels or standards for’

. s
P .- .

~ achievement, nor to’the\attempt_to reach those leﬁels.
L ] T~ e o ) )
. »It.is inportant to interject-he;e\tnat\the separation of cognitive é%pre-

‘ 'ciations and”affectize ones or the dualisticfconsidération of present and

",‘a »
'future or fact and value are somewhat arbitarary--noted here for purposes of

conceptual clarity. Means and ends are inextricably intertwined F/ct and

. A

'value, reason and emotion, thins:ngrand feeling are experienced both conjointly

and paradox1cally, sequentially (cf.-Simdn,d1957, p. 63, 74 Dewey, 1916, p.

-124) As McDermott (1973, p. 433) notes:

- T— : ,
' The all-important point then in the cbnsideration of mediate
interest or voluntary attention is the kind of relationship : .

which exists between the putting forth of .energy considered as
means, and the idea or_object to be reached considered as end.

F

REN



3

. * . ‘
o . : f .
If the two fall apart, if the means are not identified with the
end, interest is ‘not really mediated. The intervening steps -
are regarded simply as necessary evils to be gotten over with .
. .as soon as possible for the 3ake of the final outcome.
'Here self-contradicticn emerées. If the interest is wholly B
in the end and not at all in the means, there is. nothing to
insure attention being kept upon the means, and hence no way

to guarantee the reaching of the end.. The break in interest
between means and end marks, in other words, a break in the
self.

On the other hand, if the means are recognized truly as means
...then the .full interest in thz end is at once transferred to
the so-called means. For the time being that becomes the end.
We will discuss the notions of "flow"_at some- length ‘below, but first
5'it wili be useful to explore in somewhat greater depth the nature of the

concept of satisfaction and then of the relationships among motivation, <,

satisfaction and productivity.

Job Satisfaction

[

The satisfactions one derives from one s work are difficult to separate

%2,

from those which are important in life itself. Aas Freud noted, work and love

constitute the main sources.of healthy personality. wWhile there are other
settings in which one finds important satisfactions (home, avocation, sport,

) etc ), we concentrate here on the academic work’ env1ronment.

+

" Satisfaction with work is conceived as both a highly valued state from

’” -

an abstract ethical perspective and as a desideratum from the perspective of .
the employer. In the first instance, satisfaction, as defined by Locke (1976)
ds a\pleasurable or positive emotional state resulting from the appraisal of

. \
. one's Job or job experiences' (emphasis added) * While Job dissatisfaction

Sols

is not necessarily bad for an individual, (in the sense that it causes funtc-

\ . .

tional adaptive behavior - Seashore, 1975), we would submit that sustained JOb ’

*Note that this definition relies on a self-conscious state, a point we return
to later. :

-

C

=
K\
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s ~ , . I
dissatisfaction of aggregates of employees is a cAhdition of an organiza-

tion which‘describes'an uapsalthy quality of working life. That is, éhen

large numbers of workers are suffering frpm anxiety, excessive tension,

) 1 . / v a
depression, and othe: forms Oflunhappiness associated with their work situa-
1) - . -

- STl L '
. - tion, we can asgume that some condztions in the work are the cause. We view’

such a condition as lacging'in positive social value. Organizations, in other -
¥

. . 3 - .
words, have an obligation to their employees to attend to employee satisfactiqn

/

as a desired end, quite apart from its relationship to organizational ends

(cf. Argyris, 1964).

.

The connection:of worker satisfaction to'productivity is not easily

establiShed. Studies show that job dissatisfaction is related to greater

-

'mturnover, heart disease, absenteeism, and morale, but organizational produc-
tivity, at least in the short run, is not necessarily affected. Unfortunately,
~most’ studies of the‘correlations between satisfaction and productivity have
been conducted in manufacturing organications. Little empirical evidence has;
been assenbled for uorkers in service industries, particularly in the field
of e?ucation. We would :submit that where the work is professional in nature7
' particularly yhen~it involves coentact with younger persons, the consequences
of job dissatisfaction for the'achievement of organizational goals will be
more pronounced. The greater the'aggregate'dissatisfaction, the lower the
.institutionalvproductivity; In the long run, for example,‘young persons wha-
‘are in frequent contact. with faculty who are dissatis¥ied with their ‘work
w1ll not be facilitated 1n their growth and development toward more educated
anq,mature states, one of the a&ms of most educational institutions. e_ﬂ—;’

In this paper, we make th. assumption with Seashore (1975) ‘that at least

40% of the satisfaction experienced by a faculty member is attributed to

i,
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characteristics of the objective situation, another 30% stems from idi04
: syncratic characteristics of the person which are relatively stable and
(long-term, 20% fluctuates according to‘Short-term moods and ‘other per-

a sonality conditions, and a final‘10% cannot be tra ed. Since our central
concern is both with the ‘Jprouement of teaching-and the quality of faculty
working life, we will be{dealing in the raper with the first 70% which are
.more readily amenable to manipulation by the organization and the individual."
We will attempt to identify the conditions in the enviornment and the condi-
tions in the individual which affect faculty satisfactions, conceived, as
aboue; as feeling staces. On the one hand, we will.look at these states as
ends in themselves and, on.the other,‘as sources of motivation to teach
better. As noted earlier, the notion(of "feeiings"~as apprehendable cues to

motivation conflicts with some current theoretical perspectives, but we will

try to defend this position. , ' i

.Productivityﬂ éatisfaction EHEfESEIGEEISE‘““"“V . A i - >

| At the risk of complicatlng the 1ssue somewhat more, 1t is necessary at’
this‘point te clarify the relationships among.motivatbon (in the four modes
discussed earlier) and "satisfaction". .As proposed bg'Lawler and Porter (19?7);'
productivity and satisfaction are related through the availability of intrinsic o

r

and extrigsic rewards as these are perceived to be "equitable":

N

(Insert Exhibit II about here)

U
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Exhibit II

.Model of the Relationship of Performance to Satisfaction¥

’
~

. Perceived’
N . Equitable
' . -~ Reward level | |
¥ . ~ o
Perf6;mance r—”—”’—”" . D
(Accomplishment) P — Intrinsic -
N : Rewards '
‘-—-)[Satisfaption'
. Extrinsic
Rewards -

K3

oo 1] o - -
* From lawler, Edward E..and Lyman W. Porter, ‘"The Effect of Performance
on Job Satisfaction,'" Industrial Relations, 1967, 7, 20-28.
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While this model has the advantage of simplicity, by its’ emphasis of cogni- v
_tion (perception of equitability), it 1gnores, in part, the fourth kind of

‘reward which stems not from accomplishment or ,its job contingent reward by-

) . . ¢
products (either intrinsic or extrinsic) but from process--the autotelic

reinforcement from ongoing flow activity. At the'end _of this paper we will.

present an alternate model which 1ncludes this important source of satisfac-

tion.

a——— . ) .*
The introduction of the concept of equity by h:Eler and Porter d4id,

however, inform theldiscussion of the relationship‘ satisfaction and
productivity. As Lawler (1;73) notes, :...it 1s hard to unﬂerstand why the
belief that high satisfaction causes high performance was so widely accepted.
’ There is nothing in the literature on motivation that suggests “this cazsal
relationship.” 'Clearly, .a more logical view is that-pe f;rmance is deter-
mined by people’ s efforts .to ogtain the goals and outcomes they desire, and
s

. satisfaction 1s determined by the outcome people actually obtain” (p. 84)

Y

The problem w1th this statement is that it ‘seems to 1gnore the relatmonship_.

.

between equity (conceived by Lawler and $orter as satisfaction) and motiva-
tion. The amblguity ar1ses because of the failure of the model to specify B

.-the feedback loops which prov1de stimuli to. the three motivational energy re-. .Q

s : .

sources noted. above which reside%within the individual. In the absenceiof a con-

g tinued sense of ‘equity, a:person will clearly be less motiv;ted to produce at ‘ ‘
- high quality levels, since outcome standards must be adjusted to adjudicate Fhev-.

2

incongruity. More plainl&, ifFOne'is’not'satisfied, one ‘either improves perfor-
formance up to the desired level or reduces She desired level (cf. March &'Simon,

—Q‘~41959) The statement is also problematic in that'some persons (particularly in the

Q.
the .teaching prtfession) do achieve guite high levels of satisfaction from activ1-

-

: tieg_which are not necessarily goal motivated-—or where those goals are ineffable.
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In sum, as will become increasingly clear in this paper, we believe

. R
,there are soudg reasons for believing that the connections between satis-

faction and motivation to 'produce are stroneg positive and intepactive. The

AbaSIB of our belief that teaching can be improved through the development of
a Vigorous_'commitment' of faculty to the enterprise is, the notion that satis-

<
fact ion. leads to performance and that both lead to ccmmitment. As wefwill .

o

rerterate frequently below, a seemingly neglected source of satisfaction for

dfaculty lies EF their 6wn positive feelings which arise in the course Qf their
‘ . P *9 . . B
work (not so uch as those feelings aég intimately related to the doing of the

'

work but insofar as they co-exist with‘the work) .
The connections among feelings and work also are not fully articulated

in more contemporary‘theories. Subsequent to‘the development of the Lawler-

and Porter model, the theoretical and empirical studies of the relationships
"y “

among productiVity, motivation and satisfaction have been explored by

¢ ,

Backman ‘and Oldham (1975, 1976) through their Job characteristics model"-

r(cf., Evans, Kiggundu & House, 1979) ‘The theoretical perspectives of this

model ignore cog:ition ior assume it), turning instead to critical psychol-
ogical states"” whichﬁire determined by “core Job dimensions and which lead to
various outcomes. Includ@ among these outcomes are all three of the varilables‘ w“'},

of concern in this paper - high internal work motivation, high quality work
\

performance, and high satisfaction with the work.. ?he.strength of the relation-

_ . ]
(:bhips among job dimﬁesions, psychological states ‘and outcomes is alleged to be .

-~
.

moderated according to the strength ‘of an individual's growth needs 'Hence

later developments of th: model turn at least in part on "need theory as a signi-

‘ .

fignt motivating force. Importantly, the job characteristics model allows the

-~

researcher or job designer to estimate for any job its 'motivating potential' for

any ind ividual .
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- It is interesting to speculate on ‘the motivating potential of th

work of teaching in general. The core job dimensxons hypothesized to

to the critical psychological states ‘are skill variety, task identity, task

s1gnif1cance, autonomy, and feedback. While a number of skills are apparently

I3

necessary to successful performance in teaching ffess,/lggl, in press), in fact,

faculty.use_relatively er; and 1n'£he absence of continuing task challenge
Lontinuling
(emphasis missing from the/Hackman and Oldham model), they resort to time worn and B

'repetitive repertories of teaching behaviors.* "pask 1dentity' requires that

4

the work incorporate a "whole”, . or identifiable part of it =- e.q., the "whole"”
sbudent. Yet, in most colleges and univer51ties, f;\uit’ﬁlarely identify h_
the student as a complete person-'“?hey see the student in a class with others

. ) . FJ . A
‘two or three times a week for an hour or so, during which time faculty largely

-

transmit information. The contributions of other faculfy to the wholeness‘

of ‘the student is difficult to perceive- hence, each faculty member is prevented
from seeing how his/her contribution enters into the growth 'equation' for
3tudent develcpment and tducation.; As to tas§ significance, the third core job
dimensxon, faculty also are constrained not to see the effects on their students.

ThlS 1s in part due to the delayed nature of those eﬁfects - students may not

evidence learning and change until well after the. interaction with the -
7.

.
3

faculty member.. Occasiocnal adulatory letters from some students to the contrary ,
- Co. . ; . o

.

' T

*Of interest is the speculation of Evans et al. (1979) that when the variety .

of skills required in a task is very high, the task will appear ambiguous and
the appropriate technology £or the successful application of the skills will
not be clear. » . - g

0

3




notwithstanding, faculty usually must take on faith the sigfificance of
their contrihution to studente.

”~

N B
~

As to autonomy, faculty have plenty. Indeed, while ‘Hackman and Oldham

<

allege that the more autonomy there is in the joh, the more the worker

experiences a sense of_responsibzlity for outcOmes, other research

(Pelz & Andrews, 1966) suggest that too much autonomy is dysfunctionaih

- in ‘some professional settinds{' Pinally, the core job dimension of feed- -

B P .. . . * . .
back is also problematic” for faculty. The well-known metaphor of hitting

golf balls_into the.foéimay well apply to the teaching situation.” Although

;. some faculty assiduously'collect information about their performance, and

o

“

others have it done fér them through required student evaluations, it is

rare that clear and direct results on teaching effectiveness reach the

faculty member with consistency and reIiability. In'sum; using the Hackman

N B
and Oldham model, there is good reason to believe that faculty may be de-

prived of the opportunities to achieve the&critical psychological states
1 14
necessary to the desired,outcomes of motivation,fproductivity and satis- -
. ! ’ ° N s . f : T
faction. : .

R v L4
e & _ .

Needs and'Drives'

o

~ Any understanding of the relationship between satisfaction and moti--
vation must involve the four sources of motivatign- noted earlier. drives,

expectancies, reinforcements and feelings, egch of which creates the

impulse to behave in certain ways:

cre e

. -
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. An important distinction, however, is in the loéétion of the cues or stimuli
which are related to each: Drive strength.can be reduced thréugh‘the‘
provision of changeé in the Actor's environment (Madsen, 1973). Needs, too,
are reniered moré.;rhlégs salient depending oh lh; availability of contin-
gencieé in the -environment whiéh aré responsive to them. As we will argue

- later, it will befﬁseful to consider ways in which Batisfaciioﬁ using this
model can be fécilitatéd through the use ég!'stimulus generalization”
training efforts--~in eéfect, demonsﬁrating to faculty.other facets in their
teaching environ@entsjwhich have related capacities for satisfaction of

ba;ic needs.
A-éistingtion is made between human negdslwhich havg been socially
or genefically éonditioned into pathologies_(neuro&ic-anxieties brought on
by,fears) and those which haQe "healtﬁy'_characteristics. We are Eoncerned
here”onlx;with thé‘latter -~ with, in-othet words, those n;tural growth
tendencies inhering in all human beings, and which when satisfied yield
positive feelings.'fThese needs are f#equentlyvconsiderea *"developmental, "
\Vin that successfui managehent ofyhigher or later'stages in\the sequence
depend on the adeqﬁate solution oﬁlproblems.encountered.earlier. Satis-
factions of neurotically induced needs, on'the_ofher h#nd; result on1§ in
the tgmpgrary”reduction of tensioﬁ and are of iess‘infe;est_here. The
dichotomy Séars P resemblance to Hérzberg's two-fégtor theory (Herzberg,
"1/1966) in‘that‘the satisfgction of\neurotic nee@s ha; littie direct effect on

the sense of fulfillment of‘healt;y'needs, except insofar as neur:ses >

s

interfere with normal functioning.” The thinkihg is also not unlike Maslow's

a

notion that a gratified need no lénger motivates--it releases the organism

-

to attend to higher order needs. -

-




"We will argue here that need theory in its developmental perspective is
|

of considerable value in planning for the improvement of faculty motivation.

The classroom and other teacher-student settings represent opportunities for -
need satisfaction of a profound sort. Faculty at various stages-of life and
career (Hodgkinson, 1974 Bess, 1973; McReachie, 1979) find themselves

driven to seek satisfactions related to their needs for giving, caring, and
vassing on generational visdom. Seldom, however, are they sufficiently

aware of the strength of these needs, nor of the sources of their satisfac-
tion in the teaching environment. From the' rspective of need theory,

‘then, faculty developmental efforts could be ad ressed to the raising to
consciousness for each faculty member his or her salient devj;opmental needs
and the relevant need-Ehvironment contingencies related té their satisfaction.’

9

while developmental conceptions of human needs- are of use, S0 also
are the more general perspectives of need theories which belong to tg?
'humanistic school. Maslow's (1962) hierarchy of human needs is now well
known in.the organizational theory literature, and'we will'not discuss it at‘
length here.‘ Basically, the theory proposes that human needs are arranged ~ N
in a hierarchy of prepotency, including physiological,.safety, helonging-love,

)
ego and self- fulfillment needs (cf. Alderfer, 1972, whose views on‘the

“,

h1erarchy differ somewhat). Arguing that a need once satiSfied no longer

)

motivates, Maslow suggests that human growth depends on the prior satisfaction

l
of lower-order deficiency needs. To the extent that organizations require

<

commitment of the more creative aspects of their employee's psychological
make-up, it can be argued.that organizations must find ways of satisfying
lower order needs first, thereby freeing their workers to beconie involved at

higher ego and fulfillment,levels. From this perspective of needs, then,>l

o

{
-,
A
i
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faculty development efforts would be concerned with understanding fully. the

variety of faculty physiological, safety and belonging needs. ° For example, thé

"

profound needs for order and stability that some faculty seek to satisfy in the

classroom often interfere with student growth and, development (not to speak of

4

faculty satisfaction of h1gher order needs)t Understanding these needs as safety '

needs might suggest ways of addressing them in different ways, . which are both edu-

ucational for students and growth-oriented for faculty.

L

@
Goals and'Expectancies . A .

If most need theories take a universalistic perspebtive on human motiva-

tion, expectancy theory addresses the problem in a more particularistic-manner,

- »

treating each individual's motivation as a function of his/hér weighing of

-

alterpatives at a particular time and place. Expectancy theory presumes a i

L)

cognit1ve association between perceptions of probable outcomes and motivation._ ot

t

*

It is useful, therefore, ‘to discuss briefly the goals most faculty bave been

shown empirically to seek in their classrooms. By far the maJority have as
their primary classroom goals the transmission of knowledge. When pressed in
interviews or questionnaires to indicate their "educational® goals, however,. -
theyt%re likely to be somewhat more expansive, though\the connections between
their classroom behavior and those: longer-range desirata are rarely made

explicit~ Typical'of,goals_espoused,by faculty are the following:- —~

o . .
(Insert Exhibit III about here)
. -

Cfearly such goals will be held in different rank orders by faculty

with different dispositions and;especially from different disciplines (Kelly

&

and Hart, 1971; Thompson, Hawke¥ and Avery, 1969; Lodahl and. Gordon,. 1972-

Biglan, 1973; Smart .and Elton, 1975). The "educational® goals noted in

. -
at

‘.



B Bxhibit III
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.
. T " Goals
‘To develop thefabilit? to think clearly '

To master knowledge in a disciplipe:. )

To increade the desire and ability to’ undertake
self-directed learning

develop creative capacities

prepare students for efiployment after college

develop responsible citizens .

provide tools for the critical evaluation

.383838¢

To convey a basic appreciation of the liberal

- arts
To achieve deeper levels of stuqents self
| understanding , .
To prepare students for graduate or advanced
education

To provide the -local community with. skilled
human resources

' To develop moral character

To develop and pursue research -

To provide for students' emotional development

To prepare students for family living

- To develop religious beliefs or convictions

; A3
*Taken from Platt, Parsons and Kirshstein (1978).

Rank Order of Undergraduate Teaching Goals 1°73*

of society -t

KU :
Percént of Faculty
Who Hold Goal Rank
95.4 1.
91.4 2
89.4 3
78.0 4 -
60.7 '5
57.4 6
57.3 7"
55.1 8
54.9 9
53.8 10
46.0 11
44.6 s 12
43.4 13
38.2 14
. 20.1 15
9.3 .16

23



a

.
. - . L »

T “‘
. ! ya . .
4 N : + . .
hibit III are, of coursge, quite{different,in_quality from the short

‘in.wh chﬁclassroom activities are planned. Tangible faculty. objectiv
.suc;‘as student’ mastery over course material, aimost always displace
., more intangible goals (Warner and Havens, 1968). Importantly, howeve
is'the achievement of these more qaalitative.and long range education

. 7 ) N St .
opjectives that can provide important satisfactions for faculty. Unf

“ly,‘faculty-rarely discuss theseokinds of goals, let alone operationa
them in planning and executing the1r teaching The philosophic, educ
and organizational contexts in which course and classroom objectives
do not usually enter intc faculty considerations in planning their wa

There has been relatively little researcn addressed to the quest
how institutional goals become translated into "task" éoals.(tn ough
Lawler, & Hackman, 1975; pPp. B3ff.) What has been found empirically
"the act of setting clear éoals on an individual's job (asvopposed to

‘ broadly definlng his areas of responsibility) does generally result i
increased performance' (Steers and Porter, 1974). ‘The research shows

" that goal specificity and performance are consistently positively rel
empirical studies. There is, however, no a;reement on~the precise wa
which'such goal setting and the degree of‘specificity affect: motivat

. The act of setting goals may itself be a source of motivatlon, since
involves a person in a process which may 1at€§>flnd reinforcement. Lo
specificity of goals may, however, be more appropriate for profession
where objectives are to be achieved over a longer period of time.

- -Faculty éeluctance (or lack of abilfty) to translate education
objectives into pedagogical ones thus would seem likely to reduce the
motivation to teach. From the perspective of expectancy theory, motiv
is a function of the.expectation that an outcome will be achieved and

Q ﬁ\\\ : '
- <0

~




.

valence of the outcome and its rewards, as condxtloned by the perceived
'rnktrumentallty of the rewards to outcomess(Campbell & Pritchard 1976). On

the one hand, ﬁaculty may substxtute(narrow pedagogical goals for educational

'

ones (which may or may not be related to one another), but given the ambzguity of

the correlation between-outcomes and rewards (e. g., is good teaching consistently

-~

.rewarded?), the valence is uncortaln, and they are unlikely to become ‘highly

- v

motivated, or even to sustain extsting levels of motivation. Moreover, even
when (however_seldoml peoagogicaljdoalszare cleariy stated and institutional
jrewards for effective teaching are forthcoming, faculty thenselves;are
unable to determine the probability'or achieving their goals. Few facolty

. h M X
receive training in evaluation, and while student performance on examinations
may reveal something about meeting pedagogical goals, such. achievements are
evident only when the goals are so simplistic as not to be very psychologically
A meaningful to faculty.

Faculty difficulty in identxfying progress of students. toward these

lonqer run objectives is in small part, perhaps, a pesult of the lack of
research attention paid to this problem. Relatively little empirical study
has been feported in thi: area. While measurement of student outcomes has
. how become a sophisticated science (Lenning et al., 1977), the conn:ction of
outcomes to teaching practice.has yet to be sufficientlj articulated. Nor
is it likely to be in the near future. Given the difficulty of establishing

<
these connections and the “natural®™ ineffability of educational goals, we

must return to -the notion that some surrogate for' perception of goal achieve- = -

ment must be provided in order for faculty to find some satisfactions from

their teaching. Again, we look to the "feeling” domain as a source of
. \\

satisfaction, and we will discuss this idea in the section folloﬁing the -

next. We turn :now, however, to the third broad conception of motivation—-
) |

25



behavior modification--to explore its ﬁossibilities for the improvement of

faculty motivation.

P
T

Eehavior Modification--—-

/

Behavior modification as a theory has its-origins in the classical

-éonditioning experiments of Pavlov and his early followers and later in the .
: N e _

seminal work of Skinner. Essehtially, the argument is that behavior ‘is
modified through the establishment of contingencies of reinforcement ‘from

the environment. The connections between an act and its consequences serve
S ' C . : )
to direct”future behavior. If the activity is positively "reinforced"
& " s ) R ’

(i.e., achievement of performance is rewarded), the actor will tend to

repeat the actiwvity. Under conditions of classical conditioning:
¥ stimulus which is not.a part of a reflex relationship (the
bell in Pavolov's experiment) .becomes a 'conditioned stimulus'
for the response by repeated, temporal pairing with an 'uncon-
‘ditioned stimulus' (food) which already elicits the response. '
This new relationship is known as a condition reflex, and the
pairing procedure is known zs classical cond{tioning (Hamner,
1974). ’ '

* s

"Operant conditioning” takes a more active view of the person‘s involvement in
. . f , ) .
his environment. Wwhile classical conditioning theory presumed that the actor

' was primarily "responsive” to stimuli, operant conditioning assumes that the
. o :

actor can influence the consequences of his behavior.*
Operant condTEloning presupposes that human -beings explore their
environment and act upon it. This behavior, randomly emitted at
first, can be constructed as an operant by making a reinforcement
contingent on a response. Any stimulus present when a operant is
.reinforced acquires éopttol in the sense that the rate of response .
for that individual will be higher when it is present {Hamner, ’
1374). : . ..

A

e 2 .
*Some view the differences between these theoretical approaches as ill-conceived
(Catania, 1971). _ : .

'

S
e



Conceived in’ this 'opefant' way, improvement of(teaching performance means
recognizing the variety of behaviors in which teachers can behave, identifying

with great precision the changes in students which are desirable, and creating

‘reinforcements which are arranged to strengthen the cornections between the
first two and to extinguish other connections which are not useful. From this

.perspective, attitudes, feelings, goals and other subjective states of mind

VAR
" are ir;elevant. As Skinner reports:

It is commonly said that a thing is reinforcing because it feels,
looks, sounds, smells, or' tastes good, but from the point of view
of evolutxonary theory, a susceptibility to reinforcement is .due
to its survival value and not to any associated feelings (1974,
p. 47). -

There is no important causal connection between the .reinforcing
" effect of a stimulus and the feelings to which it gives rise

(1971, p. 107)/.,___,

Men do not work to maximize pleasure and minimize pain, as the
hedonists have insisted; they work to produce pleasant things and
to avoid painful things (1971, pP. 107). :
Such a stimulus does not act as a goal'- ‘it does not elicit the
response (as was the case in classical conditioning of ;reflex
behavior) in the sense of forcing it to occur. It is simply an

essential aspect of the occasion upon which response is made and
reinforced (1969, p. 7).

'The notion thet needs,ﬁgoals and feelings play no part in dir i behavior
ig not, needless to say, an uncontéhded one. Humeniseic psyczzzzzjstﬂ, in _
pa;ticnlar, find that it violates some important tenets of their own approaeh
to metination. It is our view that there is much of value in the theory,
however; as we detail below. Its prima;y 1imitation is in the sys;emétic,
exclnsion of 'feelings' as a resggnse nhich can be'teinférced in the usual
ways. It is this dimension of teachjing--the identification by the faculty

" member of his/her own feelings -and. the self-rewarc for that behavior--which
point the way'to improved commitment to teaching. We turn in-the next section

to a more explicit discussion of the nature of feelings.

).
4
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Feelings '

o

 We have noted earlier the feeling dimension of teaching_rewards. Let
us expand somewhat on'that notion now. George Leonard (1968) asserts that

feelings (or in his.terms, ecstasy) are not necessarily opposed to reason or

~

order or morality. He notes:

Ecstasy is education's most powerful ally. "It is reinforcer
for and substance of the moment of learning. Knowing this the
master teacher pursues the.light. Even those best known as
grea® lecturers have turned their lecture halls into theaters,
. shameless in their use of spells and enchantments. Great

men, as every schoolboy knows, have greeted their moments of
learning _with crazy Joy (p. 230). .

Lyon (1971) notes, ih addition:

- ° [

= v .
...of the two elements’in behavior. feelings are more - important
than ‘the intellectual element. The fact is, the intellect *

divorced from feelings is empty and meaningless: An education
that is to be effective in preparing a child for life must take
into account emctional as'well as mental development (p. 18)..

Y . '

Lyon goes on to describe the typical'faculty member as.an 'inwardly focusing
"individual' who has feelings of intellectual superiority combined with insecur-
ities about his own and others" feelings. Grant and Riesman (1978) refer to

"telic reforms' that theychavelohserved in scattered experiments in colleges

—_

. | . \
around the country. Such reforms move in the directibn\of reviving the emotional

comkonent in 1earning {though their disc’ssion is concerned primarily with (>.

students).

Perhaps surprisingly, published examples of faculty describing their feel- \\_‘\

ings‘in the classroom are relatively.rare. In Carl Rogers' (1969) now classic
volume, we hear the‘genuine excitement of,teaching in his words. BHe says:
: When I really hear someone it is like listening to the music of
, -~ spheres, because beyond the immediate message of the person, no
matter what that might be, there is the universal, the ‘general.
Hidden in all of: the personal communications which I really hear ¢
there seem to be orderly psychological laws, aspects of the L
awesome order defined in the universe as a whole (p. 222).

'




Rogers goes on to say also that he enjoys being heard. He sees teaching as
;personal rifk—taking, as gambling, as sharing something personal, as exposzng
one's psyche. Still later Rogers talks about *"unleashing the freedom of others"

and how much he appreciates that. Finally Rogers notes the enriohment‘that
- - . . . : ]
\

he feels personally:when he‘can believe that someone cares for him and that he

can love another person--when "I can let that feeling flow out to him."” More A

particularly: ' . - - ;

I have come to think that one of the most. satisfying experiences
I-know is also one of the most growth promoting experiences for
the other person--is just fully to appreciate this individual
in the same way that I appreciate a sunset. People arsujust as
Lt wonderful as sunsets if I can let them be. : :

\

Other'examples of teachers feeling things_in a classroom come.out of the
edited volume of Sheffield (1974). Here some of the authors write as
follows: : , : ' SN

...I have the great fortune to speak ‘about works of beaq\?
which take man away from the transitory.

I take a few minutes before the lights are lowered to look into
- the” eyes of the students. Some of them smile and on this on a
dreadful winter day makes me think of beautiful warm places.

I love an audience. Teaching provides me with one. It also : !?,
offers some satisfaction of my desire to do something that I E
think is socially useful. Try to behave as a teacher, in ways -
that maximize my own satisfaction. ’

These expressions are'juet one step away from what Gaylin (1979) calls

"feeling good":*
"Peeling good" is generic and vague. Whenever questioned, ’
any individual will find "reasons” why he feels good, but the :
emotion itself eludes specific cause and specific description.
Lightness, buoyancy, aliveness, enthusiasm, optimism, peace,
relaxation, hope, involvement--all are words that have been
used to amplify the specific feeling of feeling good (p. 205).

.

\

*These might be compared with Maslow's (1971) . 1ist of 'being-values--truth, T
goodness, beauty, wholeness, dichotomy~-transcendence, aliveness, uniqueness,
Jperfection, necessity, completion, justice, order, simplicity, “richness, °
effortlessness, playfulness, self-sufficiency' (pp. 131 132). See also
Csaky (1979).
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Por Gaylin, there are seven categories of feeiing good, each of which may

"enlighten our uhderstanding of. how facuity come to experiénce their teaching.

It is instructive to examine them here in some detail.

-

The first_fealing_is the basic and ph&éicala People derive pleasufé out .

of the use.of their senses --,seeihg; héaninga etc. As we will note later,

L 4

faculty are prone~to be oblivious of sighté and sounds which provide profound

27y

satisfactions. e RN ' 3
. o - o] L _ - »
Gaylin's second category is "discovery,” which "allows us by using our

distance pérCeétori, cbﬁbined.with our intelligence;‘to produce a.form of
pleaéure_tﬁat fuses the'sensaﬁg'ﬁffh Ehe intelledtuall{ (p. 208) There is a
joy in the 1éar§ing experienge which t;anscendé theé utili;y of the»haterial
acquired. It is the sheer pleashre @f.aiscovery; Aga%\, this feeling is

often ignored by faculty for whom different kinds of 1eérning in the classroom
@ - .
R VA . -

’ b

The third category is "expansion and mastery?--borrowing_hete‘f{om white's

setting might bring increased satisfactions.

Il N -

(i952{‘classic thesis. For Gaylin,, this 'senqg of enlargement or enrichment®

involves awareness of change--a somewhat more CQgﬁitively biased affect or feel-

ing than those discussed earlier. It is the feeling that we have *Jeveloped”

or "grown" in our capacities to perform those things which utilize our strengths

'3

and capabilities.
“Creativity" is thé\next of Gayiin's categories. This pleasure of making

of doing in an esthetic way has been remarked by Dewey (1934):
- The existence of art i@ the concrete proof .of what has Jjust ‘been
stated abstractly. It is proof that man uses the/materials and
energies of nature with intent to expand his own life, and that he
does so in accord with the structure of his organism--brain, sense
organs, and muscular system. Art is the living and concrete proof
that man is glpable of restoring consciously, and thus on the plane
of meaning,’.the union of sense, need, impulse, and action, charac-
teristic of a live creature (p. 25). ‘

N
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Insofar as teaching- is an art form, it partakes of the qualitative.cpnfigurar .

tions of experience which give a sense of the whole to an activity. 1Insofar

v

hg)all'activity can be considered artistic, so teaching can. be said to have

within‘it the rewards of art. Similatly craft satisfactions are available to

faculty who perceive their teaching as a craft. Deliberate,ié&reful, functional,
aegéhetic creation of an object or a service Gan provide the same gorts of

. . : ( )
motivation which are afforded to_cgaftspersons‘in tﬂeir professions. 1Indeed,
N . . I . g N 2
the more repetitive nature of teaching'le%ds an air of craft rather than art

3

to the teaching profession. As Lortie (1975) notes:

People exprience craft pride when they succeed in reaching work >
goals winich are .important to them. Knowing what occasions generate
such feelings can help us to understand ‘the objectives.of members
of a particular occupation, .It tells us what insiders consider the
. more challenging aspects of their work; one is not likely to feel . .
‘ pride at attaining something relatively easy. When do teachers R
feel the glow of high achievement? ‘ , -

The fifth fdfm'éf‘pleasure noted by Gaylin'is *immersion.® "To be totally
immersed in something, to have lost 'the Qense of time, perception, and seeming‘ly

‘sense of'self,,is ob@iously a joyous experience." (p. 211) Obviously akin to

Maslow's (1962) "cognition of being in the peak-experienfes" or *B-cognition,*®
~ this feeling is one in‘'which a person or experience ﬂtends to be seen as a

whole, as a complete unit{ dggached from relatioﬁs, from possible usefulness,

from expediencyi‘and purpose'v(nasloﬁ, 1962, p. 70). This kind of .experience
. . i nq‘ " :

is self-validating, conveying intrinsic value in and for itself. 1In Gaylin's

colorful language, it is "like floating %niwater' -- having a new awareness

q . s s »
via a novel medium (cf. Csaky 1979 a). For some, teaching, on occasion can

éroduce such feelings. '
'Pusionwwith people® is Gaylin's sixth category of feeling. This way of

*We leave to a later discussjon the issue of how craft satisfactions can
~ be achieved in the absence of feedback. Suffice it to Bay here that the
- creative act itself is the source of some satisfactions.

° .
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. ) . -
. experiencing comes out of;thef;ense of unified cbllective behavior, oriented

toward a single purpose, united with others in commonleffort, ideology and
intent. Too seldan is. the faculty in a d'epartment‘or college joined in

spirit and commitment toward the service goals‘of the teaching profession.

-~ Y ; . I
We commonly view teaching as a solemn solitary effort and rarely share a

normative consensus that might yield the feelings of fusion to which Gaylin

refers. - -

Finally, individuals who are able to transcend day-to-day experience

feel a’ senge of cOntinuity beyond existence,' the identification with
cosmic and un1versal order. This is Gaylin's seventh mode of feeling, ‘perhaps

more readily available to older, more mature faculty (cf. Levinson, 1978;

Sheehy, 1976). - : - =
Gaylin expresses some surprise_in the fact that people nust be reminded.

of the existential pleasures of life." These feelings are not those connected

e
with any particular task or role or responsibiIity, but simply the joy of .
being alive. It is the purpose of these feelings not Just to facilitate

survival but to celebrate the sense of purpose and goodness in that survival”

(p. 215). ’

Gaylin'slcategories of feeling are useful in understanding“their role %
N - ’ . . ’ ’
“ in faculty notivation, a subject to which we return below. But there are

others who also treat 'goal-less" activity as pleasureful, though from-a
slightly different'perspective. Vickers (1973), for example, notes: '

- Higher human motivations are concerned with sustaining relations
that we value positively and avoiding relations we value negatively.
y The goals we seek are new opportunities for relating. The reasons

why ends do not necessarily justify means is that miigs'are activi-
"o ties and thus ways of relating and changing relati and demand
to be judged as such, not only for their impact:- on the’ particular !
change which in a particular context has been defined as the end.. ~

While people in Western. society have a proclivity toward believing ‘in the

preexistence of purpose, as a matter,of fact, such beliefs interfere with

v
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the achievement of some of the more profound satisfactions available in

lif@ As March (1976) suggests, "we have...invented One of the most elaborate
terminologies in the professxonal literature- 'values, 'needs, '. 'wants, '
‘goods, ' ‘tastes,' preferences,v ‘utility,’ 'objectives,"!goals,' ‘aspira-
tiOns,"'drives.",~March also‘Suggests that we are beset by thej'necessity
of‘consistency' and by a belief inithe 'primacy o? rationality.' March

would have us move toward‘what-he calls:s 'sensible foolishness," in which
all -of these preconceptions or predispositions are suspended in favor of

more playful activity. 'Play' has a number of positive functions. it

releases ‘emotional tensions, it relates tosome mystical or spiritual -

pr1nc ple, and it is positively enjoyable. Organizations, March asserts, -

" must specify the best mix of ‘play and*reason or, failing that, arrange for

an alternation of the two. 1In order to encourage people to be more playful

.with their conceptions of themselves, March offers five approaches:

1. treat goals as hypotheses I s
2. treat intuition as real

3. treat hypocrisy as a transition

4. treat memory as an enemy

5. treat expgrience as a theory.

The point here is that some human activity may be undirected, though not
necessarily unmotiveted. To increase the intensity of motivation for

playful activities, special efforts must be undertaken which differ from

‘those intended to increase the motivation for goal directed activity.

Y

‘These must also be differentiated from efforts to change behavior which is

instrumental to goal achievement. If faculty can also employ these different

and/or additional modes of experiencing their teaching, their satisfactions

-

should increase. Again, insofar as satisfactions lead to performance, their
teaching should also improve. . -

This general shift in orientation yields behavier which might be termed
"autotelic.” According to Csikszentmihalyi (1975), an autotelic activity
, oy
’ C 20

33

e



. ' o ‘ ~ o
. N \ T

requires extensive formal energy output but has’ few if any conventional.
'ggﬁﬁras associated with it (p. 10). Thus, the activity provides some kind"
of satisfaction, but the actor hqéfno implicit goal nor does he differentiate

in his environment those cues which are likely to provide satisfactions.

-

The experience of’the activity as a whole in spmt way provides enjoyment'

tarough the merging of éption and awareness‘mpde posg}pr‘through the
structqung of'thé flow of activities oh§e§pefienées and a centering of
attention on a limited number :of stimuli. Persons ﬁho can so "narrow" their
cpnscioushess are able to exclude~irre1evant or ‘intrusive stimuli (p. 40).
The qﬁestion réised by Csikszentmihélfé is how to begin thé‘prbcess of
‘experiencing an activity as a flow."Activities whichVSgem to proauce‘the )

flow experiences are those which piovidé opportunities for actions which do

not seem to be boring or which do not cause worry. 1In the former, in other

-

words, flow is expgriénced when people gee theiﬁécapabilities as éufficientL

b : .
to handle a given éituation, but no greater: than is rgquired. Too many
skills 5?’100 fgy gkills or too many opportunitieq or’too few opportunities
will result in either Loredom or anxiet?. Thus, the teacﬁiné eﬂierprise may
have, on';he one: hand, too many tasks fﬁr thé facu1ty member to feel hé/she
can p?:fogﬁ qompetenfly (Bess, 1981 in.presé) thus causing 'anxiety; on the other,
'faculty may see thei; teaching roles as as providing too few opportunities tou
allow challenge, thus éausing boredom. o “

But these expressions of emotion éeem to be related to intentional
activities 'in the élassroom, howe&ér'consgmatory Ehpy may be. CSikszentmihai}i
(1975) suggests that there are many aétivities which are not "instrumental®
from which satisfactions ﬁay be‘Qerived. He 1abeis these "microflow ;;tixi-
tiés' into six divisions: imagining, attending, oral, kinesthetic, creative,

and social (p. 147). He notes:

There are periods of time in everyone's life, }n everyone's day,

n ither visceral nor social pressures are forcing-us to pa
-!Egengfon or to ac€ with total ingblvement. During tgese perfgg;

Ly
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we are "free" but we can also be anxious or bored--anxious because
there seems to be so much that could be done, bored because ,there
is nothing one can do. It is then that fXpw comes into Play. Flow
activities are arbitrary activities that people use to give shape,
to their experience. .

-

Flow is potentially, the most fulfilling kind of experience because

it is free of phylogenetic and historical constraints and hence allows
people to experiment with Wwew actions and new challenges. Deep-flow
activities like chess, climbing, composing, surgery, and religious
rituals provide structure to perception and action for long periods™
of time. Such activities produce vivid experiences which can trans-
form and give meaning to. a person 8 whole life (pa 158)

«

It is just these micro-flow activ1ties uhich are contained in the teaching
experience (though they are as yet unexaminedl\gnd which could enable that

activity to become far more fulfilling and rewarding than it now'is. 1It is

o

,interesting also that.satisfactions such as these are quite different from

Dewey 8 conception of "wholeness®™ which is charaqteristic of having "an
. . “~ ~

2 N

experience.” Dewey (1922) does say, however, ik

In a genuine sense every act is already possessed of infinite
import. The little part of the scheme of affairs which is modi-

M fiabie by our efforts is continuous with the rest of the world...
when_a gense of the infinite reach of an act physically occurring *.
in a emall point of space and occupying a petty instant of time .
comes home to us, the meaning of the present act is seen to be
vast, immeasurable, unthinkable.

»

We have expatiated on the theme of "feelings®™ here to illustrate a
realm of human eXperience which i3”1itt1e recogniced in discussions of
teaching improvement. Feeling accentuation might well be incorporated

intd faculty development programs with positive benefits likely. So

also could self-reward for feeling recognition.

A Brief Recapitulation

Summarizing to this point--ir the. first scction above, we discussed
alternative‘ways of conceiving of motivation. We lookéed at four theori
need/drive, goal/incentive, behaviorist, and feeling/flow. We ettempted

show that each theory had sohé useful insights into the\udgerstanding of how

[
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better to motivate faculty to commit themselves to teaching. The bias of the

4

paper is to look at "feelings"™ and emotions simultaneously as satisfiers of needs,

B

as products of goalhachievement and hence as incentives to sustained activity, and“

as reinforcements for desired stimulus-response associations. We turn now to a more

specific consideration of the manner by which.faculty find satisfactions in -
’ . N ' - . ; }

different settings. In particular, we locok at cues and arousal and at feedback

2- « . -®,

®
channels.

Cueing and"Arousal

We ‘have considered thus far the notion that at least three avenues of

v Ty . . . e
stimulation have the potential .for inducing states of satisfaction or pleasure

N

in faculty through their teaching .efforts: extrinsic rewards (those seen as

resultants of performance); intrinsic rewards’(the pleasure of observing the

,r ~

e

receives while performihg the act&vity,\quite apaft from whether the activity
is successful in achieving objectives). To make it possible fox facul ty to
'experience these satisfactions (and, as the argurient goes to beccme more moti-
vated and committed,to teaching),it is necessary to understand the nature 3

of the cues in the teaching enui ment Assaying the available cues may

-

permit .a better structuring of them and of faculty sensitivity so that they

'become more available as a source of feedback_and motivation.
There are a number of factors¢yhich influence the' impact that cues may
CLA] .
have on behavior. These include}iég/availahility and salience, cue clarity,'

cue reception, and cue interpretation (from a cognitive perspective) or use
! . »

‘(from a behaviorist stance).
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First, human interaction systems can vary uidely in the degree to which
cues®can be and are "evoked." That is, the units in the system can’he energized
to varying degrees to provide cues uhich may be recognized by some other
sensor and, in addition, they can be energized to proyide more concrete feed-
back\ Hence, the system is dep2ndent in part at least on the degree to which
respondents (e.g., students .nd faculty) are stimulated or provoked into cueing '
behavior. Such predispositions can be encouraged through concrete instruction
and/or support of classroom norms. In addition, faculty may use surprise to
generate a kind of response in his/her students uhich can be»recognized~as,
meaningful in some way. From an-'interactionist’ perspective both faculty and
students can be seen as operating at high or low levels of mutual attentiveness,
each prepared to stimulate one another for the purpose of changed behavior or
satisfaction ‘cf. Berlo, 1960, pP. 111). Note that we are not here-referring to )
the capacity-of the individuals in the system to receive or to make use of the
. ° . \ .
signals--only to the degree of potentialfare energy which is regularly trans-
mitted. The amount is conditioned by formal requirement, institutional and

. group norms, faculty and student ﬁg%fcrence, and habit.

The'mQthand'character'of the transmission of cues is the second alement
in_cueing theory. .Qlearly, different kinds of-feedback may be appropriate
"at different stages in the semester or under different circumstances. 7T-
the teaching setting, for ‘example, one-on-cne feedback may be more af ... 'riate

\\ for the transmission of certain kinds of information. Standatrd.ved student
;valuation may be another. On the other hand, "unobtrusive mhasures' (e. g.,stu-
dent doodles left behind) may be cues reflecting importaht student attributes
which cannot be obtained in other ways. The connection of grading to e 1luation,

A

for instance, may compromise the integrity of the. cue transmission (viz. the

extensive research on’the efects of grades on evaluation).

l).f
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Another-vaiiation in tfie transmission variable is the «
7 .
é . . .

of the information. Ac/c:ording to Cummings, 0'Connell and HU

satisfaction will be' higher when informatien specificity is

. that 'éerceived'irgfleVancy of . low specificity information ¢
dissatisfaction than fgeiings of uncertainty cagsed b§ high
agion;“ _In generai, qffective tone is improved by the pr&vi
}ﬂformgéion. Cummings et a}. alsé found\thét_;oosely struct
be relatiQely more satisfied under lgz iniorﬁation ioad conﬁ
. structured éroups will be more satiséié&uunder high load cor

The implicaiions here with respect ta an.individ?al fa;
than a group) are thaf for clésées and courses which are pl:

: N

structured enterprises, feedback taq the instructor which is

specific may:not be aﬁﬁropriate and 'will,genefate a feelinc

- -~

perhaps, helplessness.” Given the absence of research in ti

‘
- .

appear ;pét tﬁe general domain of igformatioﬁ transmissioﬂ‘n
" much mor; clearly; pérhaps using.more Sophistic;géd infarmai
terminoloéy (e.g., entrecpy, nqise, coupling, channel capacii
Bess, 1967). The ques ;on of cue transmiséibn is also infoi
of the é?fects of kn ;lédge of pe:formanCe‘o: knowledge of i
19567 Erez, 1977; Becker, 1978). . The research in fhis doma:
that kriowledge of results incontrovertibly facilitates perfc
the effects of such knowledge on motivation are moderated by
'goals-—goai clarity, goal difficulty, apd’availability of re

words ©f Becker (1978),
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Some have argued that the motivational effect attributed to feed-
.back is actually due to goal setting ... according to this view
feedback will have a facilitating motivational effect only when
it leads to the setting of a difficult performance goal. This
implies that the presence of motivational feedback is not a suf-
ficient condition for improved performance, but does this mean
that it is also not a .necessary condition? Since there are other
ways in which people may be encouraged to set difficult goals,
could motivational feedback be eliminated with no. advggse effec
on performance if another effective inducement to goal setting.

is provided in its place? . 2

[y

. .
The”amount of energy and the salience of cues and the‘character of the

[
.

cue transmission are two elements in the discussion)of cuevutilizatiOn{ The
third is cue reception. Clearly,; for different persons, cues in the environment
will have more or less ‘salience, depending on a number of personality and other
:psychological variables. Anxiety will obviously lead to skewed perceptions.
Fo;:example, a student may have a desire not to be 'stimulated" all the time,

. but a faculty member, ‘anxious in a classroom setting, may never be sent the
cue, may neveriperceive it if’ sent, or may misinterprnt it entirely. As
Jersild (1955) notes:

1In the typical instance of fear (as usually defined) -we perceive
what it is'we are rfraid of. 1In anxiety the perception” is not
v 80 clear;, and it may-be utterly unclear and _confused. , An anxious
: person says, I feel low, guilty, depressed, uneasy, etc., but I
. don't know why. The perception of what it is that excited the
emotion is fuzzy. There is no clear condition or object or_ cir- e
cumstance to which he can attributp his uneasiness. . S

what he perceives .as the thing‘arousing his emotjon is not really
.the "exciting event"--ir;tead it is, so to speak, the trigger
“(p. 43). ° .

Recall also the distinction madc above hetweenvpsycho-pathologica] satisfaction
(sati,factions of personality deficiencies/neuroses) and real satisfactions (of
both hygienic and growth needs). Note, furthermore,_that not all anxiety is

- dysfunctional or unhealthy. The goint here’is only that enotional gtates bias

‘one's perception of the environment. .

4 P'-'



Perhsgs Q bettet epproac; to understanding the openness(nhich a teacher
“must havevin a classroom to perceive cues aqcurately ccmes from the Combs
(1962) conception cf the 'adeccate perscnality.' The capacity to confront life
"openly and without undue defensiveness has sometimes been called "acceptance.”
h‘personAnho is,accepting is ready_to and capahle‘cf admitting evidence into
awareness. Effectine‘action requires as a fifst step the admission'of evidence

»>

into consciousness° Indeed, threatened people narrow their perceptions of the
threatening events and retreat to the defense of their existing perceptual
organization. Such behavior reduces the capacity of the typical person - (faculty
membet) to perceive useful cues in the environment which might tell him/her
that the hehavior is both functional and satisfying. ss Langford (1975) notes,
"W.at is sought is a skill, a sensitive tigte, a refined ear, a perceptive eye,
a discerning mind, all of which are rooted in tacit ccmprehension' and these
-are gaineq through practice and most cften throug? guided ptactice.' Langford
goes on to'suggest that these capacities in cettain persons enable them to
faccept_the vast number of cues thatxconstantly impinge upon them and to.
tacitly evaluate and utilize these cues in skillful activity snd understanding.”
I is clear, of course, that while faculty development efforts may help
tc open many faculty to the cues which could both-inprove theit teaching and*

satisfactions, not all faculty can benefit from such counseling. Indeed,

there may be some personality profiles which are unsuitable to the teaching -

profession. In scme more sophisticated system, such persons nay be effectively
screemed out through the recrditing process. While it is beyond the scope

‘J R
of this paper to suggest tihe personality variables which might best allow

prediction of which kinds of faculty would be most open to accurate perception



of cues from.students, one clear direction for inqui\y is suggested by ‘the
work of Witkin and Goodenough (1977) on the subject of field independence
and field dependence. Persons whose characteristics are at either end of
this continuum tena to invest their psyches in different psychological
domains and to d1fferentiate their environments in quite different ways.
Field dependent people are likely to be more interpersonally oriented ‘while
.field 1ndependent people have a tendency to be more impersonal.

As Witkin and Goodenough note, 'field dependent people more than field
independent people, pay selective attention to social ;mes, they favor inter-
personal over solitary situations; they seek physical closeness to whose with

, , . ,
whom they'interact: they more readily disclose their feelings .and thoughts
to others, an approach likely-to stimulate reoiprooity,in others. The : -
pattern for field independent people reyeals quite different traits, orien-
tations;and dispositions' (p; 22); Interestingly in another publication
(Witkin,ﬁGoodenough and'oltman,.1977) researchers reportedwrevealing tnat(
the nature of the defenses used by tnese two types of people is.guite
diffferent. For exanple, field independent "are prone to use isolation,
intellectualizat‘bn,‘and projection as characteristic defenses, whereas
field -dependent people are'morz likely to use repression and denial"
(p. 16). Obviously such dramatic differences in styles of differentiation,
adaptation to stress, and orientation to cues suggest quite diffirent ways
of structuring feedback which is beneficial in terms of satisfaction and
productivity.*

.

*Also see Fiedler, et al. 1976, and Mitroff & Kilmann, 1978, for _
alternative approaches to diagnostic methods for revealing different patterns
of faculty cue receptivity.
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. It is 3pteresting alsoc that thehhehavior change hrought‘about hy cucing
requires that the faculty member 1nitfally listen or attend without judging.
He or she must, in other words, move down ‘the Bloom et al. (1956) and Krathwohl
et al. (1964) scales, or down the Perry (1970) continuum, or down the Kohlberg
(1969) hierarchy. Initially, at ention to classroom cues requires non-judgmental,

non—differentiating openn\ss.. Qhe highly intellectual/cognitive orientations

b J

of most“faculty, however reate dispositions to be at “at the higher ends of these
' H . i :
scales, disposing them .be pre-selective in discriminating cues and ‘evalu-

_ative in determining their appropriateness to satisfaction and teacher improve-
ment (Yerkes & Dodson, 1908; Easterbrook, 1959).. In fact, as Lewin‘(1975) and.
Madler (1977) report, in c:der for change and learning to take place the cues

" must disconfirm expectations.ana should not reinforce habitual patterns. Clearly.
letting in?such cues can be threatening. In Kats's {1962) vords:'

Cues are likely to be filtered through the teacher's anxiety, -
’ vanity, obtuseness, or optimism, and hence often tend to be
'confirming of the original attitude. Teachers walking
toward their classes frequently can be heard to say that they
are unprepared, often after hours of preparation.
£

Clearly finding that‘one's favorite vieq.bf self is not‘similarly perceived

by one's students makes one quite vulnerable. Indeed,‘facuIEy-frequently seek not

- , : \
éisconflrming cues but only those cues which reinforce their self-concept, creatin

‘realities of social life (Simon, 1970; Berger and Luckman, 1967). Schramm
(1955) observes that the receiver of information‘takes the cggise of least,)

1 4

resistance among alternative communications available to him (though his -

.'reference is largely to physical rather than psychological effort). Péar of

~

-
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failure blocks out potentially'inforning cues and may blocks. out motivation to

seek feedback. However,.blinders to cues do have a psychological function,
providing insurance against frustration and dissppointment. The problem; then,_.
is ‘that some cues which might change behavior amd ‘others wh'ich might provide

satisfaction are screened out. The typical sophisticated faculty aisposition

-

precludes an accurate reception of both disconfirming and satisfying cues.
0

In the light of this very abbreviated discussion of cueing, we must now.
ask the question of its ‘relevance to motivational theory and to situations.as
‘Gonsidered earlier. .‘The ‘matrix below describes these_potential relationships:
_,/ ‘Bxhibit IV . T L

*
..

.Relations of Cues and Motivation

Motivation Theory . -
Need Expectancy | = Behaviorism | = Flow

Theory Theory . Theory IR -
) Cue _ -
-~} Salience"
Cue Cue Content ' R T .
.Dimensions and Quality . : S
CUé ~° _. o q} . -
Reception - - - :

The thearies of motivation differ in a number of respects with repect to the
_relevance of cues. Need.and expectancy theories, being more cognitive than'the‘
other two, requireithat cues be evoked and delivered in forms-suitable to conscious
. appraisal (cf. Vroom, 1964). Different needs, for example, demand different kinds ¢
‘cues as indicators that needs are being met. Expectancy theory would require
cues which address the variables in the motivation equation--namely, probability
.of expected achievement, valence of the activity and valence of theé outcomes.

Cues for behaviorist theory would have to recognize precisely the contingencies



of reinforcenent whioh are needed to'encourage }acuizy—behapiore o£7a~desired
i nature. Plow tﬁeory, finally, would capitalize on the latent 'aepeéta of the
teaching/learning situation, demonatrating through cues to the faculty member
+ sources’ of satiataction not normally anticipated. while all the theories woulc!’€l
- require about the same amount of cue salience, the-reqnirement for facnlty
reoeption of'cuee would douhtless’be'highest for expectancy theory and least’
. for. behavior nodification.. -
Cueing theory also is related to the*question of intrinsic and extrinsic
' notivation. Cues which reward- appropriate behaviors with external tokens
(e. 9., Pay, pronotions; office rugs) may tend to reinforce that behavior,
according to behavior nodification theorists, but they may also diminish the
_intrinsic*notivation and satistaction associated with performance of theework
"itself. Asfkachxin (1978) notes, the critical "test for,a reinforcer nust be
vhether it can support ‘behavior. If we take away ex ernal reiﬁforcera, leaving
only self-reinforcement that supports no behavior othés than that involved

-

in its‘GSnsumption, then self-reinforcement loses its effectiqgness.' The '

*

" presumption here,-of"coureﬁf'is that the work itself in the short run may evoke
Lo . . . . LY ’ .
negative feelings in the actor, even though in the long run, the satigfaction of

‘completion is profound. As we have maintained throughout this paper, however, .

[

: auch'arg-fﬁﬁ 8 ignofe the potential effects of training on the improvement of.

aatisfactions from flow activities. . ’ ‘ |

FPeedback : )
+

But let us assume for the moment that the cues do penetrate the faculty

consciousneas in relatively unadulterated form. The question'then is of what

- hd

use they are--in what directions they might incline the faculty member to

change his or her’hehavior and/or to appreciate the satisfactions which are

- >
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Being deriveé from,the activity. To understand this questiq<:~;t is necessary
e

to deal more exteneively with the QueetiOn of "feedback®"--its «dimensions and

i

From an organiiatipnal perspective Nadler (1977) suggests the following
points as a means of understanding the concept of feedback:

1. Peedback is a basic conpOnent of self-regulating systems :

2. In its most precise form feedback is information about the output
of a system g&_ch controls the system input or transformation
processes

~ 3. In its broader forms feedback is any informatiOn about the system
functioning which. has the potential for being used to change the
operation of the system

4. Viewing organizations as open systems, feedback is'the necessary

) componeht, enabling the correction of -errors, the/ﬁdaptation to

: envizonmental change, and lejrning

5. Since in social systems such as work organizations feedback does
not automatically create change in the system operation, the
process of &btaining, interpreting, and using feedback information
is important. )

6. Since organizations often ignore feedback or do not make an effort
to use feedback effectively, organization development activities
serve an important function of facilitating feedback processes,
thus helping organizations to correct errors, adapt, learn and

45

grow (P- 70). | .

Nadler aoes on to suggest that feedback serves two functions: a "motivating”
functien'apd a "directing™ function. That is, feedback cen gtimulate organisms
to be more energetic, and it can direct those organisms in more meaningful

directions. Nadler>§0ints ogt that for eachfbf these functions there ariqa

' number of mechanisms which operate to affect the-funCtion; With respeet to

the "motivating™ function, Nadler adopts an expectancy approach. Feedback

‘ affeéts‘group and individuai performAnce through "disconfirmation,™ through

"internal reward expectancies”™ (e.g., setting up expectancies that the
feedback wili yield positive feelings), and through "external-reward expec-
tancies” (e.g., the expectatiOp that behavior will leaq to the attainment of

. - \ .
other rewards from the environment).. The "directing™ function of feedback

-
- r
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is accomplished through "cueing® (cﬂlim attention ﬁo(ettot’s)_ and thtodgl{

'leatning' (wvhere feedback addresses errors which cannot be corrected

without %urther inquiry~--cf. Annett, 1969). Nadler suggests that these

-

nechanisns_will not work unless certain necessary conditions are éresen;.

‘These are indicated in Bxhibit V' below.” ’

_ " Bxhibit v
S~ :
Ideal Conditions for Effective Peedback®

-

1. 8hould provide information about process problems as well as
taskupetformance measures

2. Should include some models of desired behavior so thaé the ‘ /
individyal or group will have some idea of the ultimate goal
of the correction activities -
.3. Performer mu§£ have s;me';ay of beéinning search routines and «
. testing and/or evaluating alternative solutions .
- _ While these conditions are ostensibly valid, it is neceésaty to 1nQuiie,'
- more fully and somewhat more abstractly into the reasons they may affect '
motivational sttuctute. Research on feedback bottowa from thz literature on
, cybernetics, particularly frum the seminal work of gialet, Galantey and Pribram
(1960). These authors proposed that behavior is governsd by & feedbsrk loop
ich they label a "TOTE® unit. For Miller et al., TOTE (Test, Opsuate, Teat,
Bxit) describes ﬁbe sequence of cognitivé ptoceéses and behavicr in which people
engage. Deci ard Porac (1978) have amplified this feedbaék rodel someﬁhat by
sugg;sting that there are, in fact, two feeaback éhannels. Both channelq'ptovide

information to the person's motivational structure. One channel gives data both

about productivity and about extrinsic rewards available or received from the

K

*Prom Nadlet; 1977, p. 78. ct.'Thorndike (McKeachie- 1976); Brooks and Emmert
(1976,}p.f158). ' :




Exhibit VI

A 8chematic Rep:esentation of a cOgnitive/Affective
Framework fo: the Study of Human Motivation®*

S 7
FEEDBACK CHANNEL 1 :
_ REWARD
INFORMATION MOTIVE _ DECISION BEHAVIOR Sxttinsic SATISFACTION
: \) . Reward
Stimulus Awarenes of Goal - Goal "‘. also | Internal
Inputs Potential Selection Directed TOTE. ;’ Satisfaction
‘ . Satisfaction . Behavior against
ehvironment J . . operation goal operation
motive [ > extrinsic |, ‘_? of TOTE ' "of TOTE ¥
Q - ‘
structure: . motives behavioral unit _ : unit
-physiology intginsic decision against - } against
-memory motives ' ' goal o : motive
™~

. - . . X - - - R .
: [ ) FEEDBACK CHANNEL 2 : \

behavio:. The other feeds int;:nal satisfaqtionh back. Note that satisfaction )

is a pzoduct of both rewards fo: achievement and,;he achievement it 1f. 1In
contrast to the Lawler model noted earlier, this scheme suggests- that satisfac-' -
tion is important to motivation--but only when it becomes part of avstimulus

input thzdugh feedback. Thus, fp: peci and ?o:ac; ng:e a:; iwo quite di;tinct
kiﬁds of feedback which help dgtetmine both the inténsiiy and direction of

e

behavior.

Note that the hodel is5in£entiona1f§ cognifive in nature. Hence, it tends
to ignore the two other motivational schemes outlined earlier. For example,

Deci & Porac suggest that "task-contingent" rewards (reinforcements which depend

on the achievement of certain levels of performance) have been shown to und;z-

*Prom Deci and~P9:ac, 1978, ot
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mine intrinsic motivation. The extrinsic rewards in their model are coupled
with peffatmance Cues to form feedback channel numcer one, which, importantly,
gives 'informecion' to the actor as a stimulus to furtheifbehavior. They do
not directly affect "motive structure," which is an anticipation of a potential
future internal satisfaction. The implications for faculty development are
that cues for faculty about their performance must be carefully framed so as-

to utilize both feedback channels.

v -

Perhaps a major drawback to the Deci & Porac model is that their concept of

v w4 <

E \ N
internal satisfaction is predicated on only two kinds of ‘feelings: competence
and self-determination. 1In point of fact, other "needs®™ (not necessarily cogni-

tively based) can be met through work activity and can form the stimulus for

motivation. Moreover, the Deci & Porac model seems to ignore the informational

aspects of satisfection. That ig, feelings can be viewed not only_as.internal
Py

~ states, but--through training--as recognizable (i.e., cognitively apprehended)

data of value to the actor. -As such, they can also provide motivational stimuli
a ' .

to behavior. Thus, a third channel of feedback would appear to be necessary,

which links internal satisfaction itself directly to the stimulus/inputs block,

not as feeling states but as cognitions of feeling states.

{
Feedback Desgign

¢

-

We turn now co the piactical implications for improving teaching of‘the
above discussions, using the'modified Deci and Porac framework. Each'of the
three channels must be carefully ctructured to carry the prﬁbet infofmation
propitiously. We discuss first the lcop between goal directed behavior and
motive structure as stimulus-(channel 1.

One of the most productive possibilities for improving the efficiency of

feedback is to find betﬁnhmndes of 'evoking useful cues in the classroc. or

~

IR
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qthe: teaching envircnment. While cues are béing sent to the faculty member
continually, in order to make certain that they are received and at the right
time and in the right form, various new techniques need to be employed. For
example, 'surprise'fis a ccmﬁon teaching device, used primariiy to stimulate
students to greater learning. Selaom is it used to evoke feedback whieh
faculty can us;;sigher ccnsciously or'unconsciouslf.* The changing of
N classrccm-format‘or'requireménts or the introducing'oﬁ new, unexpected
" materials or persons can be done in accompaniment with a careful plan to
observe student reactions. Indeed, student reactions can be encouraged
prior to and during the surprise element. From a goal oriented éerspective,
a fgcuity member looks at cues evoked by the surprise element to 1;arn'about
i't:he students' achievements (as‘those.are intended by th ipstrubtog). In
terms of faculty éatisfaction, on the other hand, surp iseymethods can be-
‘
employed tolely for the burpose of gi§ing the faculty member pleasure.
From ways of evoking cues, we turn to thé issue of making feedback hsegul

to improved performance--making disconfirmation possible.i* Centra (1977)
suggests.that inforhation oé feedback must. be ablé to "produce in the teacher
some dissqnance or dissatisfaction. It gelps té oﬁen him or her to change..."”
wWhat k;nds and formg of data from students might do that?

" There has beén some small amount Of literature addressed to the question

. \

of the timing and type of formative evaluation wﬁich is most beneficial to
instructots. -Pambookien (1974) reports that the faculty who are most recep(ive

to feedback are in the middle thitd of rated effectiveness. Those who are in

*See the discussion of “arousal jag®™ in DeCharms (1968, p .9).

**In the model, feeding back'constrUCtively to the memory nart of the motive
structure.

(Of
by
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the top.third apparently feel that they do not need information about their -
teaching, while the bottom third become so depressed with their ratings that
they are unable to use them. The consensus (Pambcokien, 1976) is that “"instruc-

tors whd received "“feedback did not significantly impfove their teachihg when

compared to those who had no access to such information.” (This obviously is

countered by iﬁ; 1974 data.) 1In his 1976 study, Pambookien was concerned with

what happens to teaching when instructors who have favorable concepts of their

. teaching effectiveness are presented with data from students d18c6nfitming that .-

-

concept, or conversely, the effects of recgivin;hﬁgsitive feedback on. instructors
‘ 3

who have unfavorable self concepts. His data confifm the notion that the greater
the discrepancy (when Eha; dirfference is‘identified eafly in the semester), the
greafer the improvgment after feedbaék; The'feedpack seemed, morecver, to be
most helpful to_ﬁhe_instuctors whose perceptions of their teaching effectiveness
was minimaily discfepant——i.e.,-to thése who had Qn accurate perception §£ their
teaching skills. Pambookien's informaeive digcuasion of pis firdings includes
considerations of the effegt of positive feedback on instructore whos: self
concept is low. BHe éuggests that these faculty may be unable to accept a change

~n image and tend to distort or ignore the feedback in order to maintain their

 negative self image. Pambookien's fiﬁding that in the case of unfavorable

~ discrepancies of instructors (instrqcto: rating better than students'), faculty

"changed more on skill, feedback, rapport, general teaching ability,.and the
overall value of the course' support; the notion that some kinds of feedback
may be of value to certain kinds of instructers {cf. Skilling, 1969, PP 51 ff;
Trent and Cohen, 1973; Miller, 1971; Centra, 1973 ; Nemeroff & Cosentino, 1979;
Rotem & Glassman, 1979).

In addition to designing a feedba:s systeg which can be accommodated

into the instructor's ﬁelf concept, Jdther ways of making student ratings useful

)

e
'
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can be devised. Gage (1978) suggests that student ratings are usefﬂf/:;
feedback under three cpnditions: when students are mature; when teachers are

motivated to change because they respect studént opinion; and when initial
ratings are moderate ratheg/;ﬁb? very high or 10;. Comméntiné on McKeachie's’
use of achievemenffaotivation theory. Gage notes th&t 3;eater success in
teacher improvement can be anticipated when goals are neither unrealistically
high nor too discéqragingly low. But, it is naive to conceive of students in
the classroom as a monolith. As Mann et al. (1970} imaginatively found, there
~are clusters of students with wide yatiations in dispositién in every class,
making it virtually impossigle simuitaneously (or ever) to be_ﬁaximmlly effec~
tive with respect to each--there being qonflictiﬁg needs and expectations.
The clusters of students Mann et al. iﬂeﬂtified were the compiiant, the
anxious dependeni. the discouraged, the independent, the herces, the snipers,

the attention seekers, the silent students. ,
But it is not impossible tq make some headway in.being effective with |

respect to these constituent groups. What is ;ecessary is to understand

th;t the process of fee&ﬁaék to . faculty might be quite éifferent for each

of them. A silent student may be quife fel&c#ant to provide any kind of

feedback, a sniper may p?OVide disengenuous or usgless feedback, the dis-

couraged may have éfher needé, and their feedback will be ;till different.

It might be possible, however, to "train" each of thesg groups. ObviQQSIy,

they must first be identi_fieé. and this itself is .a kind of feedback device. ‘

Instructors must understand th2 existence ard strength of the various

clusters of students in classes in order better to design the;r courses and

pedagogy. As a first'étep not only in pedagogical‘change but in designing

a feedback system, these clusters must be revealed. Then, selected members
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of each cluster can be identified to provide a special kind of feedb
cons;stent with the students capacities. and special needs.

It is fairly certain that faculty as they now are trained, cann

selves engage in the training of students to give feedback. The "ar

-

giving and receivihg help requires a professional who can guide stud:
this very difficult procedure. As Miller (1975) notes, "most of L3
give advice. Doing so suggests that we are comﬁetent and important.

\; caught up in a ‘telling' role easily enough without'testing whether

édvice is appronriate to the total issue or to the abilities, the fe:

3

the powers of the person we are trying to help." Combine this procl.

with the natural fears of students tbat tbeir advice will be misunde

LH
and one can easily see the complications of designing an effective £
)}

system. Thus the necessity for an external training agent beccmes e
i rtant. Indeed, one could imagine fﬁedback initially proceeding

& professional intermediary rather than 'directly from the students t

faculty member.
o

. We turn now to an exﬁlorat£6n of some ways in which feedback lo
(cognized feelieés).can be improved.‘ Bere the concern is not direct
bettering‘teaching performance, but with heightening faculty feeling
pleasure, associated with teaching. (The examples which follow mey a
mundane; éince little or nc experimentation has been reported, and
'eoncepts are still without percepts”, ae William qames would say.)
should be recalled that feeling accentuation iz the end herél For
instance, feculty can arrive early for class and make thehhelVes_ava
for "small ta*k." Such informal interactions can be found to be enj.

} -

. "They can also be useful, of course, in providing feedback to the fai
member about classroom performance, where that feedback may provide
better information about effectiveness {leading in turn to differen

" of satisfaction}.. But the objective here is not dirsctly to improv
Q effectiveness. ' . :

N7
[y



‘conceivatly iguore data about his oriher teaching effectiveness in favor of
data"which-simply provide good feelings about teaching as a whole.

Otuer devices along- these same lines might be videotaping, not for the
purpose of_improving/teaching but to demonstrate faculty satisfaction. View-
‘ing themselves on videotape,as';enjoying' the teaching process may have a‘'positive
‘reinforcing effect on faculty in that the classroom dynamics become less fearsome.

They see themselves as relaxed and "feeling good® (Gaylin, 1979) and th2y come to the

naxt such experience with less anxiety. (It should be noted, of course, that ezach

" ‘self-confrontation must be individually managed lest the clach of self-concept as a
teacher anu the newly perceived reality via the tapes be threateniné - cf. Fuller
& Manning, 1973). .
| | Other special feedback devices can be designed. Periodically faculty
'mi;ht administer speciai‘questionnaires which are intended -to Qather data--not

about the students' learning, nor even about faculty effectivegess. Rather

B

. these surveys would feed back to the faculty member information on student

———

éatisfaction,'informal student norms, and other evidences of student behaviors

- which confirm the:faculty member's notionrthat he/éhe may be making some
difference in the students' 1ives.

N Anotuer‘seldom»useﬁ degice is the suggestion box. Anonymous feedback
frcmfstudenta is the most helpful in tuat it is not structured by the faculty
member. Nevertheless the facult? member’ must encourage the brovision of feed-
back, or’students will not crovide it.

Groups or teams of students often provide the security ofhnumbers, enabling -
students to be mcre direct and honest in their feedback. The faculty member
can participate directly in the team or group feedback, or students can jointly
decide haow to provide the information to the faculty member. Such discussions

. smong students have spinoff benefits in terms of student introspection about

their own learning objectives. Along these same lines, colleague feedback

has been shown to be effective, particulariy wiaen the mentor is known to be

=
Y
¢
N




54

knowledgeable abobut teaéhing anq is liked and respected by the re¢cipient of
the feedback. (Cf., Hanser & Mvchinsky, 1978.)" '

. v

Since such expertise is rare, other facultyvﬁust be trained botl as
observers of teaching and giver§ 5£‘féedback. Oﬁcé.égain, it must be reiterated
that faculty must ﬁe trained in how to receive and use feedbaick. Me:ely having
the'informati?n is not sufficient. The faculcy must learn how to integrate that
information in%b—tﬁe&, feeiiﬁg syztens (and.into their teaching objectives).
Such trainingvis_no; now usually given (though ‘see the Sperry Rand.progr;ﬁ on
teaching listeniné ékillé -- Sperry, 1§BO).- The cqneentratioq seems‘insgead to be
on improvément'of skills, igkoring the self-directed poéential of training |

fpcuity to interpret these data more meaningfully.

Self-RQ!ggg'

Some effort in.this direction, iiowever, has been attempted-throuéh the
use.of faculty sé#f report'dgyices. Asking faculty to fill out questiohnaires
about their objectiveg and to evaluate their own téaching at least indireétly
addresses their needs to be more sophisticated in their use of feedback cues
(cf. Cent;;, 1977; Miller, 15%9). New techniqugs in this area.come at least
in part from the gocisl science literature (Bandura, 1971; Rychlin, 1978;
‘“Thoresen'& Mahoney, 1974). .

The research efforts reported on. the subject of "self-control” bo?row}

heavily from behavior modification theory. Simply stated, it suggests that
many persons know what they "ought® to do, but are not able to Ao it. As

- . 3

defined by Goldfried and Merbaum (1973), self control .

oo caﬂ be viewed as a process through wiiich an individurl
becomes the principal agent in guiding, directing, and regu-

" lating those features of his own behavior that might eventually
‘lead to desired positive consequences. Typically, the emphasis
in self-con*rol is placed dn those variables "beneath the akin"
which determine the motivation for change. ’

The time frame is central to the understa.ding of self-control, since actors

)
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- without it are unable to sacrifice short-term rewards for long-term ones.
As Rachlin (1978) notes, "subjects shod’\i}f-control when they prefer iarger

<

rewards in the future to smaller.rewards in the present or, symmetrically,
. . R - :

vhen they avoid greater pain in the future in return for less pain in the

.

present.” To gain more control over ﬁhet one knows to be the better alter-
vnatjve, the theory suggests a procedure of 'self-reinfcrcement.' 6sing
desirsble reward contingancies, a person can gradually bring his behavior -
under control. For example} he can consciously egree to give himself a
number of rewards linkeq specirically to the performance of certairn undesir-
able:tasks. In'tiﬁe, if the tesks are themselves intrtnsicslly rewardéing,
‘the secondary rexnforcements will not be netessary. 'Intuitive' rather than‘
rule control takes over (Halott, Tilleman & Glen, 1978, p. 123 ff.).

The effectiveness of selr-control depends, of course, on accurate selr-
observation” (Thcresen & Mahoney, 1974, p. 41). The science offaccurate data
reccrding-has'become quite soPnisticeted, and manf techniques have applications
in the ciassroom. It appears that thebact of recording instances 6\ positive

ﬁself-reward has iteelf a behavior‘modification function. For_examp e,‘ft‘could
be argued that a faculty member instructed to reinforce desired’ teaching behavior
in the classroom will improve his performance not only because of new knowledge of

the "correct” behdvior,.ndor even because correct behavior will be reinforced, but

because the act .of recording instances of reinforcement is itself a pbsitive:

e

re.nforcer.

1Y

From the perspective of need-theory or expectancy theorv, on the other hand,
self-rewarding has been called “the private, cognitive, affective consequence
" of job behavior" (Blood, 1978). 1It is also "the evaluative, cognitive response

an individual makes to his/her cwn'job performance. To self-reward one tells

/
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oneself how well (or goorly) the job has been done. This is an affective

reaction to one's own performance." Self-reward can take place in response
&to any apeqial feature of the job--to social interaction, to productivity,.

to qualitative aspects. Impbrtantly, 'Blood sees the relationship between

personal satisfaction and job performance as bi-directional (See Exhibit VI

~ below). ‘
Exhibit VI
Organizational Influences on the Relationship Betwsen .
Job Perfbrmance and sSélf Rewarding* .
"~ Job Pj?’;;mjance I _ .
; y _ o . R
. G - ORGANIZATIONAL
ENABLERS \ MODERATORS CHARACTERISTICS .
/ . - ’ Task Variety
‘ ) . E—— Task Interest " |¢— Task Novelty
/ - * /[ g Skill Utilization
: : _ Skill Development
Goa]/ -
7éognition ‘ >
/ _ _ Pﬁ Externnl Status
/ z <———1 Task Identification ¢ External Prestige
. : Social Worth
i Per formance . ] '
Recognition —_— i
A
\ . i - - Authorship
\- ' - | €| Product Identification |[¢.__| Influence on
; R - : Results

Self Rewarding

It is interesting that the ability or capacity of an individual to reward

himself or herself for a good job is contingent: on the recognition of personal
£

_*From Blood (1978).

{
J
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goals* and the perception of _cues as to the achievement of those:goals. These
“enablers"™ are perceptions of two aspects of the work situation. . We are,,

of course, interested ultimately in improved teaching performance_(as well as-

' ) ' . - 4

faculty satisfaction), ‘and this model seems to address the conditions by which;

s

both are maximized.
As noted. in the emg}pity in addition to the enablers, there are three
moderators which impact the relationship between jOb performance .and self-zeward.

We assume that by the affective congeguence of behavior-—or self-reward--Blood

[ 4

means personal satisfaction, though he id unclear on this point. An example

"of the act of positive self-rewarding is "pride“; of negative self;rewardino,
'shame'-—both related to "satisfaction™ but not quite the same. It is of
-interest,to note that Blood does not pose a causal relationship between satis-

faction and productivity, as the research 1iteratureiseems to do.- For Blood

the same moderators effect both performance and satisfaction (self rewarding).

i

These moderators include task interest.

If the worker is interested &in the work, gcod performance should
lead to high self rewarding and poor performance should lead to
low or negative self rewarding. On the otber hand, if the worker
is uninterested in the task, the performance level will be unlikely
to lead to self rewarding, i.e., knowing that s/heé has performed
especially well (or poorly) on the task in which s/he is not °
interested should not cahse -personal pride (or shame). .

Mofeﬂparticularly,.a faculty member who is not interested in teaching will notA
1ooktto his or her performance as a basis for-'self reward.

To rome extent siood's model does not hold for faculty7(espegially in

A

3 .
*While Blood sees goal recognié!;n as the degree to which an individual can’
apprehend the organizatiog,s’éOal accurately, for the  purposes of:this paper
we see the organizati 8 goal as identical with the faculty’pmmber 8 peda-
gogical goals. We sume that those personal pedagogical goals are coincident
with the objectived of good.teaching as viewed by the in&titution as a whole.

14
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universiti¢s) because of the multiple roles théyfh%ve and the reward structure

' ¢ - . ;} -
which often pulls them away from their'teaching responsibilities. The otfgan-

x /‘
ization characteristics which Blood propoges as affecting the moderators

are task varietyj\task nbvelty, skill utilization and skill development, all

- ¢

’ jpresent in the teaching role but not Sufficient to explain the significant

amount of variance in task interest among faculty. As noted above, it is the
‘thesis of this paper that task interest itself is a product of aatisfactions
derived on the one hand - from good performance, performance,zecognition, ard

the salience of the connection between these two important needs, and on the

other from the rewards of less intentional I'flow' activities.

Blood's ‘second. moderator, tgsk\}dentification, is the extent to which

the worker 8 self interest is defined by the fact that s/he is a doer of that
task. Here: again, to the degree that teachers do not perceive themselves as

predominantly teachers, but as. researchers with part-time teaching responsi—

bilities, their task identification will be low and the effects of job per-v
Ly

:formance on self reward and of self reward on job performance will be weakened.

Y

“The key again, as noted earlier, is in the enabler of "performance recognition,
which is another way of addressing the feedback question as a whole.
*Product identification,' the third moderatof: is the degree to which

« per son may see him/herself as a. contributor to the product as a whole as
op

to mere%y a task performer. A faculty member who sees the role as

*educational® as opposed to merely "knowledge transmission,® . is likely to have

greater 'product‘identification.'* Indeed, the ambiguity of the impact of
, . : ¢ : .. : . , :

s

*This is the classic dichotomy between "teaching a subject™ vs "teaching
a person,” the former cking the personal, developmental orientation which
conceives of the stud as more than an "empty vessel® - to be,filled by an

erudite faculty--ember.



faculty on student grbwth and development as the faculty-student relationship
is now organized pre&ents faculty from identifying strongly with the "product”

or person. Finally, as Blood notes:
‘One of the -most intriguing aspects of the model is the possibility
of increasing our understanding of the relationship between job
performance and job satisfaction. Since self rewarding is an
affective response to the job, it can be considered one aspect
of the multi-faceted area of job satisfaction. It can be thought
of as satisfgction withione's own performance. The model specifiegts
that a positive relationship can exist when the enablers are pre- '
sent and the relationship will be strengthened by the moderators.
When the moderators and/or the enablers are low, no relationship
would be expected. ' ) '

Pérhaps tﬁg‘mqgt serigésblimit;tion to the Blood model is its reliance on
cognition among the enablé}p‘(cf. éu;zo,>1979). Again, as Fsikszentmihaifi (1978)
“suggests, this bias comes o@t of a long tradiiio; beguﬁ with Hull,.Preua,-McCIel-
land,_Tqbigan, Murt?y and others who say that'performance_isypeiafed to ;om; external
étate. "Activity is seen éo be motivated byuthe pefspective of achievement of a

" future goal state. Csiksze;tmihal;i'suggesﬁs that this model-pictures befsons

as hgv;ng an interngiized notion of these desirable futureg. However, he ndtes;

'reseérch.on intrinsic motivatibn...euggésts a somewhat different model. It - L

revéalé-that a considerable proportion 6f_behavior cannot be explained in'terms

y

of antlicipated goals or rewérds but rather in terms-qsigoals and rewards that
, i3 L N

. : |
AN

out of direct involvement with an ongoing aétivity.fv Purther,

a large part of everyday behavior is directed toward goals that

are hot visualized as goals before the individual has completed -
his or her involvement with the task. Such behavior is not

followed py any of the fixed rewards derived from a “closed”

system, nor does it make much senge to claim that it is the.
association with previous rewards that sustains the behavior.

What Csikszentmihalyi is suggééting, in other words, is that inbhany cases
i . '

’ s .
people act because experiencing the stimulus alone is rewarding in and of

itself, noE,pecause'responding to it may lead to the achievement of a future



- goal with perhaps yet another set of rewards. This'is not to say, of course,
that such attention ‘to immediate cues is without problems. As True 41979)

notes, this intuitive way of teaching, this present or now orientation, leads )

to conflicts, as Oné‘l‘ constrained to address phantom' cues during times when

one is not necessarily in contast with students. That is, one carries around

.

the cues in one' 8 mind and may be forced to attend to them at unplanned moments.

4 -

The Feedback ngtem Inétitutionalized

The 1ast topic noted here briefly,has to do with the formalization of the
- - ' .

feedback system and with the establishment of supporting informal norms, Not

e

only must in:~ructors reCeive‘nore feedback to maiinize their satisfactions
as well as :heir pzoductivity, but the students and faculty who provide the
feedba must also have feedback of their own. Just as motivation to produce -
feedback is enhanced by the appropriate kind of feedback, =Te) the motivation

to produce feedback is itself 1mproved by the proper kind of reinforcement.

..

There are many ways in which‘this can be done. Perhaps the most.important is

»

the recurrent statements by faculty of the value of feedback. Students °2§‘
colleagues who see that feedback is appreciated will be more likely to continue
B i 1) . ) .

to provide it, and the communication process and channels will be institution-

alized.

s

. . -ty
Conclusion; g

The question of naximizing intcingic rewards gseems to be based on the
acquisition of skills-~the skille for providing feedback and for accepting and
using it efficiently. 1In attempting to understand how this process may occur

in*higher education, w2 have attempted tc show the various relationships among

_ . .
productivity, satisfaction and feedback as well as the conditions which may
- , .
' O

£
A
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bear on those variables. It is the contention of'this paper that faculty at
present are unmotivated to improve their teaching largely because they are (1)
not aware of the potential rewards of teaching, ‘and (2) not able to apprehend .

the cues boti: in themselves and their environments which would activate those
more intrinsic rewards. By careful training of both facult -and students, it

t

is possible that satisfactions can be improved significantly. In the long tun,

of course, students ' must benefit. Wwhen faculty are alive and committed to the

t

teaching profession, student growth and development cannot help but be heightened.
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